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الْمأخّص 

الحار gle‏ حَيَاة itty‏ سنّه الله «dill‏ مِنْ أجل الإضلاح في الأزضء واجتناب Ge gÚ aail‏ 
الاختلاب» حَيْث dad‏ على aita ola ste‏ درجاتها ومراحلها WE da HY‏ الْإْسَان sui‏ 
وعلاقته ayy‏ انْتهَاء إلى علاقته A ah‏ بالتشريّة جَمِيعًا عَلَى Yale GA)‏ وعقائدهاء HS‏ عَلَى 
منطلقات وَقَوَاعِد رَبَانِيةَ Lal fa‏ الس ويركن Lal‏ العقل(ألا ales‏ مَنْ dahil a GIS‏ الخبير) Vis‏ 
مِنْ Well‏ الرَيَانِيَ في Ass‏ الصَّوَابء وَجَعل lhe distal)‏ لا tie GV‏ ومحددا الْقَضَايَا (cil)‏ للْمْسْلِم 
dads GI‏ فيها g IAA)‏ مَعَ غَيْرِهِ دونما مِسَاس بثوابت الشّرِيعة galg‏ الدّين. 

HAN › GAY) » ay Sil Gall ¢ جوار التَقَاقَات‎ : Aba tal) ataki 

مُقَدّمَة: 

ai ofall eats‏ لمتطلّبات OÈ‏ جيل وَهْمُومِهء إذ lets phai af Abe Letts‏ ما يُصْلِحُ «lal‏ ويُسَاير 
الْعَصْرَ مَعَ التَّمَسُك ÈI sa jell,‏ التي لا peel‏ . وَفي هذا الْعَضر أضحت GaN‏ 4538 كونية صَغيرة 
بفغل l‏ الاتَصَالِيّة Sl) ei lg ll‏ ؛ مِمًا GS‏ لَهُمْ (Šal ob Wily Ús GAY)‏ والعقائدي 
وَاضِحَاء Sj call A‏ الضّغِيئة all os‏ وَرَادَ Go‏ تَعَصَبَ siala DS‏ لثقافتها و تمَرگزها حؤل ذَاتِهَاء 
فاحتقتث cotil‏ وترقبت OS‏ أَمَةٍ شَبّح الْحَزْب و يدها عَلَى G‏ » صَارِبَةٌ عَن J‏ والشَّامُح Kia‏ 
بها das‏ أضكات الول ئون للجؤار ن ol‏ : 

في Jb‏ هذا گانَ حَرِيًا G‏ كمسلمين أن نَعْرِض odd‏ الدَّعْوَةِ عَلَى مزاجنا egill‏ ومناقشة هذا الطّزْح في 
ل a Sh ofl‏ راان th Hight‏ وجزهرا al‏ کور في کک انها ھا A‏ جرال CAEN‏ ين 
خلال hall‏ الكريم ؟ وَمَا هي الْمُسَلَمَات Glas (a)‏ مِنها ؟ al Gl leg‏ يزتكز ؟ 

ibis‏ الصّرُورَة المنهجيّة الصَبْط المصطلحي لِمَشْرُوع جوار Sys i oÉ‏ عَنْ منطلقات الجوار 
في car Sil ofall‏ ومدى شموليته لمختلف ghd‏ الْحَيّاة » لدَرَجَة اختوائه لِمَشْرُوع أضبَح حَدِيث السّاعَة 
وهو جوار oÉ‏ وَمِنْ beii l galgi LE‏ قوَاحِدٍ هذا الْمَشرُوع مِن BA‏ الگريم. 

: مُضطلّح جوار الثقافات‎ Ý 

: BU) ظُرُوف‎ ١ 

يَسْعَى pall‏ إلى تريس الهيمنة wes KAÉ‏ تخقيقها عَسْكَرِيَا وسياسيا alge api ig Lail ab‏ 
عَدِيدَة كانتهاء الصّرَاع الأيديولوجي » وَتَصَاعْد دور الأذيّان » BE‏ عَلَى تهاوي aii‏ والحواجز sha‏ 


aisi في المُجْتَمَعاتِ لا سِيّمَا مُجْتَمعات‎ Udy pasi ÄSS العولمة كظاهره‎ jy » LENI spp 


8 اا 
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دى US‏ ذلك A)‏ فَتْح الطريق إِمَام Bind GLA lye‏ الصَّدَارَة في اهتمامات الْبَاحِئِين في Es‏ 
الُخخّصات گرد ii‏ عَلَى ilga‏ هتنغتون 'صدام الحضارات" (القماطي) Íl‏ 388 فيها éj‏ العَلاقات 
os‏ الول في allel‏ بَعْدَ نِهاية الحزْب البَارِدّة ستكون عدائية » إلا أَنْ بَعْصَهَا سَيَكُون AS)‏ مَيلا E‏ 
مِنْ cot‏ فَعَلَى الْمُسْتَوَى ace)‏ سَتَكُون علاقة العَالَم GOLLY‏ بجيرانه مِن الأرثوذكس والهندوس 
والأفارقة وَالْمَسِيح wh gall‏ عَلَى الْمُشتوى الْأَُبّر سَيكون الْعدَاء بين الَْرْبِ bo‏ جهة » ولْمُجْتمَعات 
الففلمة والآسيوبة من age‏ أخوى: dis‏ زجح ali Gf‏ الصدامات الخطيرة في alized‏ تتيجة التفاغل 
الغطرسة Sajal)‏ وَالنَعَصْب الْإِسْلَامِيَ cals‏ الصَينِيَ » ARE‏ راتت cdl) spall‏ لِلَأَخيرَيْن - مِمًا 
Gh‏ إلى YS‏ بثقافتها ARI‏ فَأَكْتّر - Coles LS‏ ذلك مَعَ مَصَالِح all‏ الهادفة إلى تشر Mal‏ 
غَرْبِيَّة عالمِيّة (السنيدي» (a) Ee‏ 

وقد Coil‏ هذه apail‏ عَاصِفَة مِن الانتقادات وَالْجَدَل حَؤل الْمََاهِيمَ التي ian‏ إِلّا أنْ هتنغتون òh‏ 
Casi‏ یرد cubed‏ فى راه ak‏ طالب بطرم شل Milka coh‏ في الواقعية + Ving‏ با گان وان له 


۲ تغريف حوار التَّقَافَات : 

يُقُصَد بحوار التَقَاقَات UF"‏ يَكُونَ Gs‏ ممثّلي SULA‏ والحوارات Akiai‏ لقاءات وتعاون ELÉ;‏ ليستفيد 
ages‏ مِنْ بَعْضٍ في shail ogå‏ المُخْتلقَة ality‏ كُلَ gi ¢ ASU aé aila ph‏ بهذا Sah‏ عَمَلَا 
"LX‏ (خليل) ذلك kadi Af‏ هذه الَاقات لِقَانُون SIGN‏ الْمُتباڌل» يَجْعَل i‏ مشَاكل مُشْتَرَكَة؛ أي 
مَشَاكِل dle‏ لا Jd‏ اسْتِيعَابُهَا وَحَلَهّا إلا في نِطًاق الْوَاقع الْعَالَمِيَ ES‏ وَهْنَا يَكُون جوار CHUAN‏ 
abel) Ji al‏ بِهَذِهِ الْمَشَاكِلء aigal Wty‏ بِحْلُولِهَا الْمُحْتَمَلّةء وَتغيين oll Wall‏ تَرَى HEI‏ 
الْمُجْتَمَعات أَنّه Jai)‏ الصّحِيح (خليل) 

۳ حوار التَقَافَات في مَجَال العلآقات الدَوْليّة: 

يَبْدُو الْمَعْتَى الْعَامِ لحوار التقافات EIS úi‏ عن تغريفه في Ball las‏ االدَولي؛ حَيْتْ jad‏ بگؤنه 
اتلك الْإَبْعَاد الْمْتَصِلَة LOL‏ اختلاف التَقَاقَةَ والخضازة» GA! le‏ الرُوَى pally‏ وَقَوَاعِد agli)‏ 
«DV g‏ وَعَلَى اختلاف 2555 لِلْعَالم وَدَوَافِع Agal atig loiil‏ وهي ENS‏ تأثيڙ عَلَى المستويات 
الآتية: Gadd‏ جديدة لتقسم callall‏ مُحَرَكًا للتّفاعلات» ومحيّدا لنمطها وَلِحَالِه اليَظّام الدُوَلِيَء BSF‏ مِنْ 
أَدَوَاتِ السَيّاسَة وموضوعاتهاء محدّدا لِخِطّاب التُخب Bie lilly‏ عنصرا تفسيريا أو تبريريا للتّحالفات» 
وَأَخيرًا Ei W384‏ (مصطفی) 

IHL‏ إن حوار CULE‏ كطرح عَرْبِيَ هو Go‏ سِيَاسِيَ لترسيخ العولمةء Kag‏ مِن Ball HUGE‏ عَنْ 
طَرِيقٍ التّحالفات المتمايزة Lal‏ وحضاريا. Gls‏ تَجْعَل aÉ‏ الْعَرْيَّ من الحوار جِسْرًا Gha ual‏ 
على Ue cg‏ بر إلى دام aa. cds gs‏ الس ار ر ah‏ ارهن | 
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ترى il Aa‏ صَرُورَة هَدْم البنى التَقَافِيَّة AGAR‏ وَصَرْب all‏ الراسحة » Jail bils‏ الْجَمَعِيَ 
للشُعُوب من ثقافاتهاء لتملأها Ley‏ يتماشى Geddy‏ سيطرتها مِنْ تفافة. UY)‏ لآ نَم ahh‏ مفكرين 
غ وساسية خان ترون إلى tes‏ الأقاقات كوسيلة ازب الوب as‏ | إلا أن هَوْلَاءٍ لا يَكَادُ 
arate‏ لَهُمْ صَوْتٌ AY‏ صَعِيفٌ أمَام هذه الطًاقات الإعلاميّة الكبيزة» التي تَكَرّس aliall Hall‏ وَتَدْعُو 
أن تَسِيرَ إِلَيْهِ مَسِيرَةُ الشّاة إِلَى المذبحة (مصطفى) 
¢ تلقي العرب والمسلمين لحوار الثقافات: 
تَلَقَفَت التّقَاقَة الْإسْلاميّة هذه الْمَقُولّة ( dhe‏ جَمِيع gd‏ الْجَنُوب ) وَجعلت مَفَاهِيمِهَا aand Bile‏ تتناقش 
«tai tals‏ وتختلف gigs‏ الآزاء والتحديدات» lle‏ حال الْمقَاهِيم الاشتزاتيجيّة والعشكريّة والسِياسيّة, 
Gaia) Gas‏ الْآرَاءُ حَوْلَ الْمَقُولّة إِلَى: 
أ - الرفض المطلق: Cus‏ يَرَى أَصْحَابُ هذا الرأي أَنّ تخقيق AY glass SA‏ الإشلام» لا يَكُونُ 
YI‏ بعودتها لِلْمَاضِيء وانعزالها عَن الْمُجْتمَعات المعاصرة DI Nag"‏ مَبْنِيَ عَلَى SAF‏ مَذَاهبَ الْقُقَهاء 
Io Gull‏ اجْتِهَادَهُم عَلَى واقعهم phy‏ وَاقِعٌ aii‏ عَيْر EN‏ الْخذُودء ومْتَعَدّدة الشُعُوب digi‏ ثون 
مُرَاعَاة وَاقِعَنَا SKI Aly‏ تَكُوين الْأُمَمء laii‏ مُطُوّر alai‏ وَمَا i‏ مِنْ الدَولَةِ agaj AS‏ وللشّعب 
Mall aaa ee als) aahi‏ تقول" أَنَّ SS jin‏ 
أخگام gâi‏ وْضِعت dejá WSL‏ « وَالْوَاقع أَنّهَا af‏ تَقُمْ اعْتِمَادَا Wil‏ شَرْعِيَّة » وَالْوَاقع al gil‏ تَقُمْ اعْتِمَادَ 
عَلَى fai‏ » وَإِنَّمَا عَلَى Uji Lay galai‏ بالمسلمين' 
ب - القبول المطلق: يَرْعْم ail Si fja‏ الضَاري لا So‏ إلا بانقطاعنا ge‏ جذورنا و تبنينا لِلْقِيم 
il‏ وَهَذِهِ دعوى GY ala‏ الجوار يَشْتَرط sl‏ بَيْن GHEY)‏ والالتقاء عَلَى Aa gh Le‏ دون 
eki‏ خُصُوصِيّة AY)‏ هذا Jg‏ الْمُطآق الذي he Aah‏ أن نتملص مِنْ Aa‏ عُمْرِهَا ١4‏ قَرْئَاء مِنْ 
أجل a‏ لا تَتَجَاوَرُ السّبْعَة قرون" gh‏ الْقَاعِدَةُ الَفْسِيّة اللازِمة لنمو fol‏ لِليَظام اللَيَالِي الْعَرْبِيَ clad‏ 
العلماني col‏ يَتَحَوّلُ الجوار إِلَى تغريب (خليل) 
أما الموقف الثالث 8 Uh‏ في OB‏ وازن i‏ ايكون Sea Sea‏ شا .وان الخ calls‏ هنا 
Shee‏ مَلْمُوسًا Fa GIR‏ في الْوَاقِع؛ َلك أَنَّ مَفْهُومَ الجوار في Asis OLA BLAM‏ عَلَى Gi BN‏ 
BA]‏ والأكة اقطان (السنيدي» cavers‏ صفحة (Ys‏ وَالْحَقيقَة Ui‏ لآ acai‏ هذه اليْدِيّة؛ ذلك čj‏ 
GAY! ahii‏ الأخلاقي للثقافة الْإِسْلَامِيّة - وَهُو مقومها الأول - قد هَيْمَن Je‏ بَقِيّةِ الْمُمَوِمَات: 
aai acl‏ التقنيّة» AMUN ade cal)‏ والمعرفيّة» ghg‏ الَّذِي Gedy‏ مِنْهَا yla Ais) Hak‏ في 
oai‏ وَفَرْعْهَا في السَّمَاءء وَهَذِهِ iall‏ الرَنَانِيَّة هي التي تمدنا Új cola sá‏ صاعِدّة إن وَاقت ظْرُوف 
التألق «celina‏ وإمّا صامدة إِنْ هي قهرت (le‏ الانكماش والتوقف. 
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ثانيا منطلقات الحوار في القرآن الكريم: 

إن الْقَاعِدَةَ igh ag yall, dina!‏ للتّقافة الْإسْلاميّة» لا ينها حَتَّى تُخرز تَفَوُقا عَلَى ATI‏ في صُورةٍ 
حوارية دُون صِدَام إلا عُلَمَاءُ يَسْتَطِيعُون تَقْدِيمَهِ بصوزة pee‏ وَهَذِهِ illay‏ لا يُمْكِنُ تَقْدِيمُهَا إلا cots‏ 
Gb‏ الجوارء ولا تشتطيع إثقان Want‏ لتجد Yogi‏ مِنْ AY)‏ ما al‏ تف le‏ الحوار الرَّاسِحَةَ في 
cal) ofall‏ وََراهة مُنطلقاته فنجلس عَلَى algl‏ الحوار Ati (le‏ ونتفاعل ga‏ المحاورين مُرَاعِين 
مستويات تفكيرهم واهتماماتهم لِنَجَاح وُصُول الرّسالة . 

١‏ الحوار تكريم إلهي: 

gladly! ail Gi Wd‏ وَجَعَلّه dels‏ عَلَى ode‏ الأزضء وَصَيَدًا فيها نِيَابَةَ Jigal Al das » Ale‏ وسيلة مِنْ 
dilas‏ حِفْظِهَاء tally‏ الرّغيد فيهاء تَوْجِيهًا áf‏ وَتريماء ang‏ فالحوار bye‏ بؤْجُود الْإنْسَانء ويالتالي 
بؤجود الاختلاف» إذ خلق الله UALS‏ جَدِيدَاء فظنت الْمَلائِكة أَنَهُ سيفسد في LS GaN)‏ فَعَلّت alá Gal)‏ 
في Gils Gull OS OS‏ بِحسَد هذا الْمَخْلُوق Gill‏ سيزاحمه. بَعْدَ أن SIS‏ الْوَحِيد Ajal‏ بِطَاعَتِه Á‏ 
aed GIS Eis - Stak‏ طاؤوس ADLI‏ لغروره بلك - وَالْحَقَ سُبْحَائَهُ لا Wee Skis‏ يَفْعَلُ وَهُمْ 
يُسْأَلُونَء إلا أنه ls‏ مَلائگته 'ليدلهم إِلَى iaa‏ فضل Guia)‏ الْإِنْسَانِيَ» adg cle‏ يُزِيلُ مَا ale‏ الله AG)‏ 
في Agagi‏ مِنْ سُوءِ lal‏ بهذا الْجِئْسء وَلِيَكُون كالاستشارة لَهُم cag) Lay SS‏ فَيَكُون تَعْلِيمًا في قَالِبٍ SS‏ 
aai‏ لا إسْتَشَارَهِ للْمَلائگةء Ll‏ لتنبيهها عَلَى مَا دَق وَخَفِي مِنْ حكمة خلق آدم" (عاشور. )۱۹۸٤‏ 
Gl‏ سَجَدت الْملائكة aiy‏ إبْليس cadil‏ حاوّره iy aa Jii‏ الْحْجَّةِ عَلَيْه وليُعرِب Nagy‏ 
yal‏ عَمّا في صَمِيرِهِ مِنْ عَدَاوََ وَمَا Gye ló‏ حفد. ليذكرنا عَدَاوَة الشَيْطًان Lea‏ نَع aBa «pall‏ 
ها عَدَاوَة cle sill Gb‏ في حواره مَع ceil Gal‏ وليقضي الْحَكِيم بَعْدَهَا الأض Ai «glad age‏ 
gl‏ نة gad‏ يها Ge al‏ زاب فة اي هذى اال aig) >: Sled ols‏ اخ ين طون 
اک [5 تلوق ا ون ك suai, slaty peti‏ فك كرون e‏ 'فالسمع 
agil yasil‏ مِنْ أدَوَاتِ الجوار ووسائله" (الشدّي)» Ó Si‏ في مُحَاوَرَاتٌ Lap!‏ لأقوامهم وَدَغوَتهُم wall]‏ 
إلى الله ما فيها مِنْ a SA‏ لِبَنِي آآدم» Gi ads‏ اله Gls‏ الإئس لِعِبَادَتِهِ وَجَعَلَهُم AS hih dae‏ 
)14 ابْتَعَدُوا عَنْهَا Gas‏ إِلَيْهُمْ A‏ تَهدِيهم سُبْل الرّشَادء بِالدَلِيلٍ oai‏ لا بِالْأَمْرٍ وَالْعْدْوَانء مَعَ éj‏ الله 
كَانَ oll‏ عَلَى تزويد alts)‏ بمعجزات تجبرهم عَلَى الرُجُوع عَصْبَاء أو Gi‏ يَدْعْوَهُمْ A‏ الْحَقّ دونما Gals‏ 
YI cis Bake Vy « SU‏ أَنْ مَبْدَأْ كَرَامَة الْإِنْسَان وَمَگائته She‏ الله Giles‏ مِنْ Alig all‏ لِهِدَايَة 
iil‏ وَتَؤْضِيح الْمَؤقفء والتدرج بالحجّة والبرهان. 

MSN يَقْنَصِرْ عَلَى‎ ab ABE » يَحْتَوِيهِ مِنْ رَكَائْزْ وَحْجَجٌ وَآدَاب‎ Lal التكريميّة»‎ ail بِهَذِه‎ lall OE Gi; 
ale إِبْرَاهِيمَ‎ ae في حواره‎ LS - GE وَبِعْض أضفيائِه» حِوَارَا يَطْمَيْنَ به‎ atl مَع‎ OE Uh مَعَ أقوامهم؛‎ 
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السلام- وَيَشْدَ به أزراء culty‏ به قُوَادَا - LS‏ في la‏ مَع الْحَبيب الْمُضطفَى صَلَّى الله aay ate‏ - 
ETO‏ أو tod‏ به زوا وتذقع عله aaah‏ - كما في حؤاره مع aie ise tga‏ السلا - 
US;‏ لا AL‏ مِنْ تكريم وَرَفْع Gold‏ اله في 983 لِهَذِهِ القصص يضعنا في الصُوزة DAGA‏ عَنْ 
ريق الجوارء لا مِنْ UST Ge Lely «ated abail UST‏ اتان الحوار BË‏ بمنهجه الأمثل. 

؟ تجذر الحوار في شؤون الأمة الإسلامية: 

DLA GIS G‏ دين الْإنْسَانِيَة جَمْعَاءء falls‏ حاتم الرسالات؛ وصَالِحًا gla} JE)‏ وَمَكَانِء Sb‏ جع من 
ye aléa pal‏ دَعَائْمَهِ » وركيزة أساسيّة يَبْنِي عَلَيْهَا ai‏ الْمُسلم حَيّاته؛ ابْتِدَاءَ مِنْ تفسه» ail) Éf GUIS‏ 
لا abe Le ji‏ حَتَّى يُعَيَرُوا be‏ بأنفسهم) ( الرعد: »)١١‏ فما التَدبْر Y) SÉ‏ جوار دَاخِلِيَ يَتبينْ فيه 
GLA‏ خظمة وك ged‏ ترچ ون يقينه. کے إذا شولك ل coll bal And‏ مازخ call‏ في ai‏ 





تنهاه» ومحكمة الصَّمِير FRM OAS‏ بتعيم سيفوت alll BAI cls‏ وَحَسْرَة باقية. وَهذًا JAS‏ في JÚ‏ 
التّزْكيّة (قد alll‏ مَنْ رَكّاهَا وَقَدْ حَابَ مَنْ دَسّاها) (الشّمس:1 و١٠)‏ مِنْ Gua‏ إزتقاء cud plc‏ ليرفعه 
لله مَعَ Lial Guill‏ وأوتوا ahil‏ دَرَجَاتء فَإِذَا تصارعت في الْمُسْلِم توازع الْخَيْرٍ áll‏ وَأَبَى عُنْصْرٌ الطين 
فيه إلا أن يَضيق أفقه وريه حَدَ hid aii‏ مُقَابل gaa‏ تَفخة الرُوح الْعَلِيّة أَنْ تفع دَرَجَاتِهِ في الإيمَانِء 
ols‏ تَعُود به Leal alld Cl‏ مَرْضِيًا؛ كان الجوار مَعَ ltl‏ وَمُنَاجَاته ia cle ML‏ لِتَغْلِيب al)‏ عَلَى 
cle Mle «case‏ جوار متكامل ذلك Gi‏ إِجَابَةَ الله تابتة مَشْهُودَةٌ في DA‏ الكريم وهي (وإذا سَأَلَكَ عِبَادِي 
Cul Cod 38 Je‏ دَغوة الَاعِي إا oles‏ فَلْيَستجِيبُوأ ٍي وَليُؤمئوا بي gili‏ يرشدون) (البقرة:85١)‏ 
إِذَا all ell‏ ما بَيْنَ GLY‏ وتَفْسِهء وَمَا بَيْنَ cag shell‏ فإِنَه A) ally‏ الأسرة فَيَحَفظ الْمَوَدّة بَيْنَ 
الرَّوْجَيْنِء إِذْ ذَكَرَ الْقُرَآنِ تشاورهما Ge‏ طريق الحِوَارء LER Gig‏ بَيْنَ الطّرَفَيْنِ في afea‏ الرّضَاعء 
وؤجود الحوار مِنْ olde aI‏ الرََضِيع سيستدعي بالصّرُورة وُجُودُهُ في الْمَسَائْلٍ الْأَخْرَىء باغتبارهما 
GK‏ في بتاءِ الْبَيْتِ الأسريء حَكَّى )15 تصَدَّع الْبَيْت jah‏ الله GASI‏ بالحوار (فَعِظُوهْنَ) (النساء: (YE‏ 
وَسَمِع hall‏ هي تُجَادِل Al‏ صَلَّى اله عَلَيْهِ وَسَلَمَ - وتحاوره» Sig‏ إِلَى الله 'بأنها juni sl‏ بطلّب 
hel‏ في «lg Gay Les‏ غَيْر رَاضِيَة بعنجهية رَؤجها alih daly‏ على ما AB ste i‏ 
aig‏ الْمَوْلَى Ladki Jag Je‏ لنساء الأمة وَرجَالهَا بوجوب apall‏ عن مصالحها" (عاشور» ٤۱۹۸ء‏ 
صفحة (Y‏ فَإِنْ al‏ يجد الحوار بَيْنَ الرَّوْجَيْن؛ jal‏ اللَهُ بحوار أَعْلَى مُستوىء UAE‏ فيه أُسْرَتي CSN‏ 
(وإن atts‏ شقاق بَيِْهمَا فَابْعَنُوَا LSS‏ مِنْ alah‏ وَحَكَمَا مِنْ Gl Lyla‏ يُريدا إضلاحا Cogs‏ اله ai) éj Legis‏ 
كَانَ Lae‏ خبيرا) (النساء: (Yo‏ حَيْتُ LA‏ الْحَقَ سُبْحَائَهُ سَلامَة Ml‏ في الإضلاح كوسيلة لِتَحَققِه؛ 
dala L5 thay‏ في الحِوَارٍ gill, OES‏ يَمْتَدَ ليَشْمَل المجتمع الإسلامي» كمجتمع يفعل دور الفرد 
في الوقوف على أمر الجماعة بالحوار والتشاور (وَأَمْرُهُمْ Gap‏ بينهم) (الشورى: (TA‏ من أجل مصلحة 


الجميع. 
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وَلِأنّ DAY!‏ الفطري بَيْنَ nll‏ في agli‏ وشخصياتهم وأنماط تفكيرهم؛ GSB‏ إلى DEY‏ في 
lii‏ وَحْدُوتْ GUM‏ إن الْخَبير Do‏ وَعَلا J hal‏ شَيْءٍ بتوخي Spill‏ الْحَسَنء وَالگلم a‏ في 
حواراتنا le‏ (وقل لِعِبَادِي يَقُولُوا التي هي Saal‏ إن الشَّيْطَانَ يَدْرَعْ ais‏ إنّ GEM SS SUA‏ 
ke‏ مبينا) (الإسراء: (OF‏ فَيَكُون حوارًا لِجَمْع Jal‏ وَوخدة Aakil‏ عَلَى مَائِدة call‏ الگريم Ki‏ 
abii‏ (فإن BELG‏ في شَيْءٍ aphid‏ إِلَى الله وَالرَسُولٍ إِنْ كُنْتُمْ Spe‏ باه SS GUS SAY) aii‏ 
وَأَحْسَنُ تأويلا) (النساء: 59) فَإِذَا صَدّقت AG‏ وَخَلص الهَدّف G3 Gyo‏ النُفُوسء وَكَان الْوْصُولٍ cl)‏ 
الْحَقِيقَةِ US ale‏ مُحَاورء elg‏ هدى A‏ (فَهُدَى الله laial Gall‏ لما اخْتَلفُوا فيه من ap GAN‏ وله يَهْدِي 
مَنْ يَشَاءْ إلى bha‏ مستقيم) (البقرة: (YY‏ 

أن As‏ الإختلاف cued‏ باختلاف الْمَذَاهِب وَالْفِرَق الْإسْلَامِيّة cla‏ قؤله سُبْحَائَهُ وَتَعَالَى دَغوَة صَرِيحَة 
إِلَى الحوّار ST Ge‏ الْوحْدَةء فَإِذَا GIS‏ اله (alll Sf‏ بخطابه هذا أن الْأَنْبيَاء عَلَى احْتِلافٍ YI agile,‏ 





aS til قاحةة‎ rl sel هذه‎ ól ): far 3 fíal; A وَاحِدِء وبالتالي فَهُمْ‎ G5 مِنْ‎ ial cil éj 
المؤصدة» وَتَقْرْب وَجْهَاتِ‎ IAN ارول الواحد؟ إته جوار يَفْتّح‎ aab فكيف‎ (AY فاعبدون) (الأنبياء:‎ 
وتهميش‎ « KEY اْجَارِح» وَمصَادره‎ si) وَالربَ الْوَاحِدء بَعِيدَا عَنْ‎ ai i bus le بالتركيز‎ fein 
Kits) بالا وَللاڂتلاف مَكَانَاء دُونَ أنْ يُفْسِدَ للود قَضِيَّة‎ lall Gates Ley للآخَر. وَأَمَرَنَا‎ pb cf 
abd ور ف المفلحون)‎ Stall Se ادون الروت ویو‎ gait يذغوة إلى‎ ed ينقد‎ 
اشتدل كُمَ اغتقدء لا أن‎ " us التي‎ Bacal) BB قَنَاعَةٍ وَدَلِيل» مع‎ Ye ل فلا اتخاذ الْمَوَّاقف إلا‎ i 
في وِحْدَة‎ GAL}! ay تخقيق‎ “855 gag الهَدّف واحد ألا‎ ay اعتفادك"‎ aili اللضوص‎ lel م تلوي‎ IŚ 
aÑ 
انفتاح الأمة المسلمة على الأمم الأخرى:‎ -۳ 
al ودياناتهاء تجزم أن الحوار‎ ilsi Gulia) GE! انطلاقا من تَكْرِيمٌ الله للإنسانيّة جَمْعَاءء عَلَى‎ 
حفظ به مَصَالِح النّاسِ جَمِيعَاء وَهَذَا مَا تَجِدُهُ‎ tally الإشلاَمِيّة قشب‎ Ë مَصَالِح‎ bis le jati 
Edy كم‎ ably ste tasty الاختلاف بَيْنَ الأفراد‎ aay Ja الذي‎ «ahh في الْخِطاب‎ Ge tie 
وَتَطْيِيبٌ الوس لتفريب الْمََاقف وَتَحْسِين العلآقات» كي يَعيش الئاس جَمِيعًا‎ cg Leal لَب‎ acli aces 
بَلْ وَيَخْتَرَم‎ AY! Gals Vy candids في‎ on AVI ie be فَالْإِسْلَام‎ «bal وَسَلام وتعايش‎ ola في‎ 
Jal ¢ cya والقاية‎ glial) تكاليفه وتشريعاته أشنا ابت وَقَوّاعد مُحَدَّدَة‎ dled من‎ as S| وَعَفَيدته:‎ aul) 
مع الآخرين.‎ alll وَالسُلُوكَ الْإِنْسَانِيَ الرّاقي» في‎ a تخقيق التفاغل‎ 
Goth (يا أَيُهَا‎ AS كان حوار الله وَمْخَاطَبَتُه لئاس‎ css AN مع‎ Suey A قبل أن تتحاور‎ 
السلام) (النساء:‎ Sie رضْوَائَهُ‎ ail مبينا يَهْدِي به الله مِنْ‎ Dai Sill uis, 2555 oa Gl! قَدْ جَاءَكُمْ‎ 
الأخوة‎ pals) KÍ هي الْأمَهُ المهداة بفضله سُبْحَاته » فَقَدْ‎ OYI كَانَت الْأَمَهُ‎ Lal و‎ (1VE 
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الْإِنْسَانِيّة Bags‏ أضله: alas‏ حوارها ae‏ الآخَرِينَ دَغْوَة agle {j ál coll‏ يَهْتَدُونء فَيَكُونُ لَهُمْ مِنْ هذا 
all asl‏ تصيب» ely‏ للرَمَالّة gal ll gah‏ تبيه بإبلاغها قائلا Seg ds‏ : (يا i‏ الروك shi‏ 
ما أزسل al]‏ مِنْ رَبك Cols Lad Shall al Gg‏ رسالته) (المائدة: Gya lly (WY‏ احبيب صَلَّى اله aie‏ 
alas‏ بإكمالها cals‏ 'بلغوا ly Ae‏ آية' 
ومن أجل التّعائش بيدا عَنْ الْخرُوب» وترسيخا (Shad‏ الجؤار pe‏ أضكاب ail‏ الأخرى» طرخ abil‏ 
مَفْهُوم ciall‏ وَشَرَطه call‏ هي أَحْسَنْء فلا جدال Jal Ge‏ الْجدَالء Lally‏ لأؤضول إِلَى هَدَفٍ Ailey‏ 
say‏ الْحَقيفة (ولا تُجَادلُوا call Ý) sii cal‏ هي Gall Yi Gaal‏ ظَلَمُوا مِنْهُم وَقُولُوا J gall al‏ 
ails Ugly a‏ وَاحِد وََحْنُ å‏ مسلمون) (العنكبوت: the (ET‏ الْجِدَال بالتي هي أَحْسَنُ حَدَّدَه الله 
Atle‏ في lst‏ مع Gal‏ العقاب بانفتثتاء. bee cual‏ مع فتكيرهم بأننا تبه إلها واحداً: 
SLY! a GY;‏ تُؤمن pil ly‏ على موسى وعيسى عليهما السام » في ASS ANY ok‏ سِرَ 
sled‏ الْإِنْسَانِيَ والتعايش ؛ إِذْ Sits‏ لِلْمْسْلِم كَيْفيّة الجوار وَهَدَفه é S)‏ إلى سَبِيلٍ رَبك بِالْحِكْمَةِ Ase sally‏ 
لْحَمَنَة call gilas‏ هِي Gad!‏ إِنْ رَبك leh gh‏ بالمهتدين) (النحل: (VO‏ ' حيث di Cbs‏ مِنْ g‏ 
Gt they‏ الْجَانِبِ وَحُسْن االسُلُوء وَالِإحْتِجَاج Cualyally ANY‏ في الحِوَارٍ لفح oG‏ الْهِدَايَة دونما Lia‏ 
أو إكْرَاهِ وفشح الطريق aba)‏ عُقُول pall OS‏ للتفكير و gail‏ ومن ثم الإيمان' (كفتارو)» فَإن أَعْرَضُوا 
Ge‏ هڏا (فَمَنْ شَاءَ arya‏ وَمَنْ شَاءَ (i‏ (الكهف: ALLY! éj ay (Yo‏ يُعْطِي aai‏ الْكَامِلَةِ E‏ 
الإغتقاد» ويمنح Ge‏ الجوار لِلْوْصُولٍ إِلَى القناعات في القبول أو عَدَمِهِ »عَدَمِهِء حَيْث Y) aj ciel‏ 
SI‏ في الدين) (البقرة: abel (Yot‏ آي Sal - Ball‏ االْكُزْسِيَ- 'لما اشْتَمَلَتْ عَلَيْهِ هذه SA‏ مِنْ GINS‏ 
GAD cakes alsa‏ وکر Gilg Se‏ ها CHK‏ يد الأ ففق debt coh‏ إلى oh‏ هذا 
الدين الاضح. دون جَبْر أَؤ ekl‏ فلا إِكْرَاه لِأَحَدٍ عَلَى ايَبَاعَ الإشلام» وجيء بتفي الْجِئْس لِقَصْدٍ الْعُمُوم 
«Li‏ وَهي دَلِيلَ فَاطِعٌ على بُطلان Guill cle YI‏ بِسَائْرٍ أَنْوَاعِهِ GY‏ أَمْرَ الإيمان Wa‏ بالاشيذلال 
oil‏ مِنْ Sb‏ والاختيار" (عاشور» ٤۹۸٠ء‏ صفحة (YI‏ 
فلا عُنْف ولا Yo oS!‏ ضُعُوطء Leh]‏ اكلم الطّيّب والسُلوكُ الحَسَنُ وطِيب الْمَعْشَرء WAS o‏ في slate‏ 
أو جوار گان موضوعيًا عقلانيا بالحْجّة وَالدَليلٍ» تكشف فيه عَنْ ail)‏ الْوَاحِد لمعتقداتناء وقبولنا للاختلاف 
واخترام الآخر Ua)‏ يا dal‏ الْكِتَاب تَعَالََا إلى كَلِمَةٍ olga‏ بيننا Sad VT aks‏ إلا الله ولا ABS‏ به Gá‏ 
Laks Les Li Ys‏ أَزْتابَا Ge‏ دون الله ِن تَوَلََا liaii‏ اشْهَدُوا Gh‏ مسلمون) I)‏ عمران: 15) ali‏ 
dé‏ إِنْ Ii‏ اقتلوهم وحاصروهم؛ Lally‏ رَدَ Jas‏ وَتَبَات عَلَى gail‏ (فلا تذهب تفسك agile‏ 
حسرات) (فاطر: (A‏ 
إن هذا الجوّار الهادف إلى 55250 إِلَى الله المرتكز oyl le‏ المدعمة بتوجيهاته؛ مِنْ al‏ أن aliy‏ 
تعايشا ماليا SB cpa op‏ ترك اله Gb‏ الجوار مَعَ غَيْرِ الْمُسْلِمِينَ مَفْتُوحًا Dii guai ÉE le‏ 
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مَا al‏ تُخَالِف مَقَاصِد الشَرِيعَة وتَوَابت الإشلام » بطيب gall‏ في حواراتنا وتعاملاتنا؛ فإن أَوْصَانا Zi)‏ 
سُبْحَانَهُ وَتَعَالَى بالكلم AS Coll‏ لا Us GLEAN Si‏ كمسلمين» فَإنّه يوصينا بها مَعَ غَيْرٍ الْمُسْلِمِينَ 
(وقولوا ÉN‏ حسنى) (البقرة: (AY‏ 

Aas‏ الْمُسْلم أَنْ يَتَصرّف DAL‏ الْإسْلامِيّة المتعالية مَعَ الْجَبِيع دونما تصنيفء ولا تفرقة بَيْنَ مُسْلِم 
5.2585(« ومشرك وَنَصْرَانِيَ. مَا دَامُوا متساوين في الْكَرَامَةٍ A ajle aeaii eat‏ بأخگام oll‏ 
صَرِيحَةٌ فَإذَا جَمَعَنه مَصَالِح Gis WEL)‏ بَيْع aski agits chiy‏ الْوََاءُ بها Ials)‏ بالْعَهدٍ EWS agai J)‏ 
مسؤولا) (الإسراء: alg (YE‏ (يا ial agi Ki‏ )1985 بالعقود) (المائدة: agail 55 )١‏ عَلَى إطلاقها 
Jae aly >‏ عُفُود الْمْسْلِمِين aged Oo Ld‏ الئاس Galle clays‏ سُبْحَاتهُ al‏ يُحَدّد دِيّائة صَاحِب ASN)‏ 
Gala Y;‏ مُغتقد, Yy‏ حص kial‏ وَالإخسَان Ue‏ مِنْ أَصْنَافٍ pial‏ محددي الْجِئْس أؤ الْمُعْتَقد 
(وآتى Gd le tall‏ ذوِي jal‏ وَالَيتَامَى وَالْمَسَاكِينٍ وَين السَّبِيلٍ وَالسَائلِينَ وَفي الرقاب) (البقرة: (VVY‏ 
lis‏ : (بِالْوَالدَيْن Ged!‏ وَيذِي الْقُربَى وَليََامَى وَالْمَسَاكِينِ وَالْجَارٍ HAN‏ وَين السبيل) (النساء: 5؟) 
OM‏ هَولاءِ al‏ يصنفواء ويضرب لتا (cle jul he‏ هْدَاهُ (ولو يوَاخِذ اله النّاسَ Lay‏ كبوا مَا AG‏ عَلَى 
ظَهْرِهَا (HIS Ge‏ (فاطر: GUIS aa Gully (£o‏ صَالّة مُنْحَرِفَةٌ ghg dyes‏ مَعَ ذَلِكَ مَاضٍ فِيّ Spi)‏ 
(وأن 9888 Goll‏ إِلَى التقوى) (البقرة: pa al DLA (YYY‏ بَيْنَ alah) OS sib) Lely « oli)‏ بحفظ 
كَرَامَة الْإِئْسَان وَصَلاح أمر دنياه. 

ثالثا قواعد حوار الثقافات في القرآن الكريم: 

بعد ajail‏ لمنطلقات الحوار HI‏ مَنْ aiy dently ASLAN Gladys DLE‏ وُصُولًا إلى حوار SLE‏ 
بِعُمُومِهَاء تَوَجَب عَلَيْنَا التَعَرْف عَلَى soled‏ جوار SULA‏ وَصَبْطِهَا Gay‏ الدُسْتُور AGI‏ 

١‏ قبول الاختلاف: 

نظر الْقُرآن للاختلاف a) din a) le‏ في coal‏ إِذْ ail ales‏ آي le‏ بَدِيع aili‏ وعظيم Š Anite‏ 
فيها أولي «stall gis OU‏ وَجَعَلَ هذا Ladys IGA!‏ بالابتلاء والتكاليف (gle asi all‏ خلافة 
okii‏ لِهَذِهِ الْأنْض (وما GIS‏ النَّاسُ إلا Sal Sal‏ فاخْتلقُوا AALS Voy‏ سَبَقَتْ مِنْ رك لَقُضِي بَيْتَهُمْ فِيمَا 
فيه يختلفون) (البقرة: Gus (VY‏ قضى Gall‏ سبحانه أن تكون هذه الدنيا دار للامتحان» تاركا للإنسان 
حرية اختيار الطريق. 

oi وضع أشن لتفريب‎ Lal «gly بإفرار هذا الإخْتلاف كسنة كونية وَقَضَاء‎ oDi WS Ay 
GYI وُجِدَ فيه‎ Dae As all MS ol السَلْمِيَ بَيْنَ‎ GÁ الْوْصُولٍ إِلَى‎ igs وَتليين قُلُوبِهم‎ 
يَنْصَرِف الْإنُسَان‎ As ووَالطّمَأنينَء‎ SLAM يَهْدِي التُعُوسء ويذهب العَيْظ لتعزيز‎ Sale بحل‎ Al lag إلا‎ 
dağ مُلْتَصِقَيْن‎ aly ULE واستخلافها- فالسماوات وَالْأَرْض گائث‎ aI إِلَى مُهِمّتَهِ السامية - عِمَارَةِ‎ 
(Ys ففتقناهما) (الأنبياء:‎ iy لَه بَيْتهُمَاء قال تَعَالَى (أو لَمْ يَرَ الَذِينَ كَمَرُوا إِنْ السَّمَوَاتِ والْأَرْض كانتا‎ 





(WWW.AJLS.IR) (iK فصلية دولية‎ ale) اللغة‎ de الأهواز لدراسات‎ de 
۲ لماص المجلد: ١ء العدد:‎ ISSN: YV\Y-YY 4 
اله لَكُمْ‎ das Y في الْكَوْنِء وگڏلك الئاس‎ eá مِنْهُمَا‎ OS وَالْوَظِيفَة ليَقُوم‎ Jalal) في‎ otitis 'وجعلناهما‎ 
kea إنان انان شع‎ Yj يشخصر‎ Gadd ا تة‎ fs... الات .+ + الألوان‎ tins 





مِنْ ذرية "sal‏ (الصابوني» ۱۹۸۱) 

هذا CGAY!‏ وَإِنْ وجد إلا أَنَهُ لا يُلْغِي التَّمَاوِي بَيْنَ الئاس ees‏ في الخلاقة وَالْكَرَامَة 'ذلك éj‏ النّسَ 
تتكرُوا لآدميتهم قَبْلَ Gf‏ يتوزعوا أديانا وَمَذَاهِبِ "day Shey‏ (رفيع» (V6)‏ لقوله تعالى (ولقد GE‏ 
ني T‏ وَحَمَلَنَاهُمْ في Gal‏ وَالْبَحْرٍ وَرَرْقنَاهُمْ مِنْ ogh‏ وَفَضَّلْنَاهُمْ عَلَى G Yao AS‏ 
تفضيلا) (الإسراء: (V+‏ فلا فَسْل gladly‏ عَلَى إِنْسَانِء ذلك éj‏ الله قذ خلق الْإِنْسَانَ عَلَى مُطلقه في 
Gand‏ تفويم» tlga‏ مِنْ اللَاحِيَة acest‏ أو مِنْ Gail aÚ‏ " (رفيع» Yed)‏ صفحة OSI (VY)‏ 
مُتَسَاوُونَ في المؤهلات الأسَاسِيّة Ady‏ الْمَعْرِفَةِ مِنْ ABA‏ ميلادهم' قال تعالى ga)‏ الله أَخْرَجَكُمْ مِنْ 
بُطُونٍ أُمَهَاتِكُْ ULB gdi Y‏ وَجَعَلَ لَكُمْ السّمْعَ وَالْأَيْصَارَ والأفئدة aklai‏ تشكرون) (النحل: (VA‏ ويالتالي 
لا حَقّ Ge Bal AY‏ اختكار الْعلم أو Lids) fe iih sa‏ المَعْرفةء فالأضل الشّمَاوِي OS‏ 
equal‏ لَكِنْ الاختلاف يَظْهَرُ فيها مِنْ 385 حَسَب الجهد والتفكير. 

۲ تكربس التعايش السلمي: 

ترسيخا slit) (Sad‏ السَلْمِيَ Gail‏ الْخِطَاب الْقُرآنِيَ مَبْدَأْ الاندماج Ley cela!‏ يُحَقّقُ وخْدَة اجْتِمَاعِيّة 
le‏ أَسَاسٍ Ally eii gS‏ مِنْ daly] DUS‏ ما مِنْ ali‏ تحقيق «get JAÉN‏ والتلاحم بَيْنَ 
cosh‏ ابيا ISS Sa‏ الزيارات والِاجْتمَاع le‏ الطُّعَامء قال les‏ (وَطَعَام Ki Ga Sh isi Guill‏ 
واگ e a (pel da‏ كاف واو غ المت في كان ORs‏ عايب cation Aly‏ 
يزيل الكثير من الحواجز hull‏ بَيْنَ all opal‏ المُخْتلفيْن» فَإِنَّ GBA‏ قذ سَعَى إِلَى A Go KÍ‏ 
وَأَدْخَل هذا التَّعَايْْلُ gid‏ إِلَى alec ái AE cal‏ وَأَهَمْهَاء ألا وهي الْأُسْرةِ؛ حَيْث أَقَامَهَا 
عَلَى oa gall gs‏ منطلق قؤله (والمخصتات otagi Ga‏ وَالْمُخْصَئَاتُ مِن SH ial cell‏ مِنْ 
(abs agli‏ (المائدة: Gus e(o‏ أصبحت الزوجة الكتابية من باب قوله Gud GA)‏ لَكُمْ Gel) ihs‏ 
هن) (البقرة: Sa (VAY‏ يَسْكُنُ إِلَيْهَا calil‏ وَمَوْضِعْ Aaa‏ وَمَوَدّته تَمَامَا dag iS‏ المسلمة cash)‏ 
۰١١‏ صفحة (١ YY‏ 

GIS Gly‏ غَيْر الْمْسْلِم يَتَمَتَع GE‏ هَذِهِ االْحُقُوء وَيَعيش E‏ هذه الْإيجَابيّة DAIS‏ الْمُجْتَمَعَ OE cliall‏ غير 
الْمُسْلِمِينَ gal de LASS‏ مِنْ GUIS‏ تصيبء Las‏ يفول pile Y) Chey Se Jili‏ الله عَنْ ables ab oai‏ 
في als oil‏ يُخْرِجُوكُم مِنْ AS bo‏ أن تبروهُم وَتُقْسِطْوا Cand ly etl)‏ المقسطين) (الممتحنة:5) اشام 
Hills‏ بِالتَّعَاوْن وفق أخلاق الْإِسْلام السَّمْحَاء مَعَ GIS ilga «AVI‏ هذا الآحَرُ UAT‏ في الدِينِء أؤ GÍ‏ 
في الْإنْسَانِيّة» فَهُو abled‏ باحترام وَحُسْن عِشْرَةِ وَطِيب تَعَايْش وَسَلام» تطبيقا لهذا gY) aS)‏ للإنسانية 
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۳ الثبات على المبداً: 
جين نحاور ÉÉ‏ نتحاور ole thy‏ دِينِتَاء وباستماتة عَلَى tale Gabi‏ وَأوَامره» آخذين Biel)‏ ِن جوار 
quali) Ui‏ عَلَيْهِ السام au) ga‏ جين ool iÍ‏ اله لَهُ بِالدَبْح» bad‏ گان مِنْ YON)‏ الرضوخ PY‏ 
al‏ بِصَبْر وَاحْتِسَاب (فلما aby‏ مَعَهُ ed‏ يا بَُيّ A)‏ أَرَى في الْمَتام Vile SEH ASST SI‏ تَرَى 
قال يا dell cal‏ مَا yah‏ سَتَجِدُنِي إِنْ شَاءَ الله مِن الصابرين) (الصافات: th )٠٠۲‏ لَمْ يَكُنْ Seis‏ 
oh his‏ وَعَصَّدَه تبات الْفِغْل وَالتَّطْبيق: (فلما aby ake‏ لِلْجَبين) (الصافات: ».)٠١*‏ كان GRY‏ 
Gall‏ بالفغل (إن هذا i‏ البَلاء المبين) (الصافات: )٠١5‏ فالثبات الْحَقَ يَكُون Web‏ وفعلا oS) Vg‏ 
j ail Se Éi‏ تَقُولُوا YL‏ تفعلون) (الصف: (Y‏ وَدَلك باحترام JAY! Nk‏ كَافِرَا GES al GIS‏ لكَرَامَتِه 
daly Lady‏ في الاختلاف. 

tól dad جين نحاور لا نحترم هذا الآخر‎ E المُبينُء للك‎ Ei هو‎ dih StH بأن‎ Le Gta 
يَكُونَ‎ aibli طَرَف مِنْ‎ Gl مَعَ‎ Cae As تطبيق ذلك عَمَليًّاء ون الاختكام إِلَى صُورة مسبقة»‎ Jai 
مِنْ الْحِكْمَةٍ‎ Qual مُتَحَيّر الطْريفة الْمُنَاسَبَةٍ في ظرفها الْمُتَاسِبُ عَلَى‎ GAS) هذا الحوار» ليكُونَ هذا‎ 
وَجَادلْهُم‎ Maal abe sally رَتِك بِالْحِكْمَةِ‎ daa (اذغ إلى‎ Gaal هي‎ ll الْحَمَنَة والجدال‎ abe zai 
في الْجدَالٍ‎ AS لم‎ aisy ' Kins بالْمؤعِظَة إن تكُونَ‎ EI" فالفرآن‎ (Yo هي أحسن) (النحل:‎ all 
إلى مُشترك إِنسانِيء تَدْغُو إِلَيْهِ جَمِيعْ‎ aka) AY مَعَ‎ a هي أَحْسَنْء لنصل‎ all إلا أن يَكُونَ‎ 
ِن فضيل خلق وصالح عمل.‎ gil مِلّةء إلا وَدَعَت لِمَا يَضلح حال‎ Ji مِنْ شَرِيعَة‎ Led gid 
تحديد القضايا موضوع الحوار:‎ £ 
الإسْلامِي» دونما مُجَاراة للأطراف‎ Quill به‎ haig ما‎ le في‎ CLM حوار‎ GLE تَكُونَ‎ GI Cg 
alia بعض الْحَالَاتِ في‎ aia cal] HLA فيه مساس بثوابتناء 'فقد جَاءت‎ GIS LY الأخرى فیا تطرح‎ 
OS dal Goes cll سُورة الگافڙون»‎ Sasi فَمِنْ أُسْبَاب‎ (YYA iaia cal ete الحوار" (السنيدي»‎ 
فنترك تحن وَأَنْتَ‎ As نعبد‎ Le تَعيّد سَنَة وَتَعْبّد‎ Le i al Sat 'فقالوا يَا‎ SLE مِنْ‎ GA مِن الرّسُولٍ‎ 
H السُورة‎ AB (YYY (عاشورء ٤۱۹۸ء صفحة‎ "oud أَشْرِك به‎ Sf ail في الْأَمْرٍ . .. فقال مَعَاذ‎ 
uaii odie غَيْرُ‎ Lal مَعَه الالتقاء في مُنْتَصَفٍ الطّريقء‎ units الاختلافِ وَالتَبَايْنِ الْكَامِلٍ الذي‎ alles 
GAII عَلَى التَمَاعْل فيه مَعَ‎ lal) الْعُرآَنِيَ‎ tall مِمًا يُعَدُ مِنْ باب الْمُشْتَرَك الْإِنْسَانِيَ» الذي شجع‎ 
غيرها من‎ le حث‎ a بالدَيْن‎ Garg ما‎ indy سُبْحَائَهُ قَدْ‎ Gall OS في ذَلِكَ ولا حَرَجَ » وَإِنْ‎ Gab لا‎ 
القضايا.‎ 
ه عولمة القيم:‎ 
asl دونما‎ elga السَلِيمَة في‎ ASM مِنْ تعايش سِلْمِي مَعَ الْآخَرِء‎ Ae ib Leg QUAY! قَبُوَ‎ ó) 
أي‎ hapii في‎ JES الْمَعَالم لا‎ yb GUAE مِنْ قَضَايَا الحوّار‎ add أو تَكَبُره عَلَى فَاعِدَةٍ متينة‎ 
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طَرّفء مَع تذعيم ذلك بالتعرف عَلَى GI‏ مِنْ clad DE‏ وَفهم aiL AYI‏ عن الصُورَةِ النمطية 
aaa‏ يُوَدِي aail 3,6 Glad) Lis 4b I lds‏ كقيم أَنْسَانِيه Cas Y‏ فيها اثتان» y‏ يجحد 
بها صاحب فطرة سليمة 
الم تكن aS jal) Gall fall‏ حَافِيَةٌ تَمَامَا Jai le‏ الْبَسَرِيَ asl‏ ففي Ub)‏ الْقَوَانِيين الْوَضْعِيّة هُنَاكَ 
م تا شی ب القائون ganha‏ الَّذِي يُعْرَفُ Ab‏ مَجْمُوعة الْمَبَادِئَ المثالية» التي Be a Éy Seah‏ 

في الرَمَان أو الْمَكَانِ..وتُعَدُ مِنْ الْمَصَادِر al)‏ يُسْتَمَدُ مِنْها الْمُشَرّع والْقَاضِي الْقَاعِدَة القانونية " (القرشي» 
۷ ) وما وخْدّة هذه القيم إلا CNS‏ عَلَى hal‏ السَّلِيمَة التي مازالت بَعْض DÉT‏ في a‏ الْإِنْسَانِيّة 
جَمِيعَاء (فطرة Gut Ai all l‏ عَلَيْهَا لا daž‏ لخلق الله) (الروم: (Ys‏ 
Gall Sis‏ سُبحائة نِعْمَتِي cle Gag tall‏ رَأس الْقِيّم الْمُشتركة حَيْتُْ يفول : G&A Ú G5)‏ 
الشَّهَوَاتِ مِنْ skál‏ وَالْبنِيينَ وَالقَتاطيرِ hial‏ مِنْ Jii Ally UI‏ الْمُسَوَمَة leg‏ وَالْحَرْثِ ذَلِكَ 
مَتَاعٌ الْحَيَاة الدنيا) JI)‏ عمران: (VE‏ 'فعلى هذا يَجْتَمِعَ Gull)‏ جَميعًا › أمًا الأئن فَهَدَا NaS‏ يُخَاطِبُ 
موسى: h AA)‏ تخف) (طه: awh! seig (Y)‏ عَلَيْهِ السَّلَامُ مِنْ Jib‏ (رب Ua)‏ هذا al‏ 
آمنا) (البقرة: )١١7‏ وَامْتنان الله عَلَى قُرَيْشٍ بِالْأَمْن وَالطّمَأنيئة cy liali)‏ هذا cial‏ الَّذِي أَطْعَمَهُمْ مِنْ 
جوع و أَمْتِهِمْ مِنْ خوف) (قريش: » cf‏ 0( وَعَلَى الأقوام aay‏ التي Casas‏ (فلما دَخَلُوا lash le‏ 
aigi al a‏ وَقال tee i‏ إِنْشَاءٌ الله آمنين) Gye 83 LS‏ باب نِعْمَةٌ عَلَى أضحاب الْحَجر 
(وكانوا ينحتون مِنْ الْحِبَالٍ بُيُوتا آمنين) (الحجر: (AY‏ بَل إِنْ Gg ail‏ عَلَى i i‏ (ادخلوها بِسَلَام 
آمنين) (الحجر: (ET‏ فالأمن من الخوف ومن الجوع من القيم التي تشترك فيها الإنسانية جميعا. 
'وحين تبرز مفردات من قبيل الفطرة» والإيمان» والعدل» والوسطية» والتوازن وغيرهاء وهي تعكس في 
الوقت نفسه مضامين الإسلام ورؤيته العامة نحو الإنسان والوجود» فإن السعي لعودة تلك المفردات لا 
يعني إحلال خصوصية قيمية محل خصوصية أخرىء ما دامت تلك المفردات تترجم جوهر الإنسانية؛ 
وتعبر عن مدركاتها الواحدة" (القرشي» ce‏ صفحة )٠١7 .٠١5‏ ذلك gA Gl‏ لِهَذِهِ الْقيّم 
والانضواء تَحْتَهَا Lal]‏ هُوَ دَعْوَة حَقِيقِيّة لِلْإِسْلامء Alaa Aly‏ يُول: (وإن جَنَحُوا للسَلْم فَاجْتَحْ OS sig Lgl‏ 
le‏ اله gh aif‏ السَمِيع العليم) (الأنفال: LAS )1١‏ تُوجَد العَدِيدٍ ai Go‏ الأخزىء كَالْعَدْل altal‏ 
ai‏ وَحِمَايَة البيئة» jii‏ التَغْليم A call AGE jy‏ وَغَيْرِهَا. 
خاتمة: 
ان كان حوار CL‏ في التَقَاقَةِ الْإسْلَاميّة يَقُومْ عَلَى Silly SAY)‏ مَع الاخترام الْمُتبَادَل بَيْنَ الطْرَفَيْنِ 
LE‏ تجد 2655 مُحَالفة لِهَدَا الجوار في التَقَافَةِ الْعَريّةء التي Alay abe Gadi‏ هَيْمَنَة مُتَجَددَةُ؛ Lad‏ جوار 
القافات في التَقَافَةِ ope Sajal)‏ وسيلَة مِنَ dilas‏ تؤسيع العولمة» digs Gly Sl‏ وضبابية . عَلَى 
yE‏ الدُسْتُور الرَيَانِيَ GS Gill‏ قَبُول الاختلاف» والتعايش galid‏ وَيَصْنَع Lally abe‏ حقيقيًا لا 
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شعارات جَؤْقاء» مِنْ خلال cli‏ عَلَى gata)‏ الْإِسْلامِيّة dasa if‏ دونما ذوتان في Al‏ مع تخدید 
GULAŠ‏ الجوار» ach OSÉ Lae‏ حقيقية للحوار بين الثقافات. 
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رفيع ,م )۲١٠١(.‏ .المنهج القرآني في بناء المشترك الإنساني ,مجلة إسلامية المعرفة ١7١.‏ , 
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الكتابة الرقميّة في الأدب العربي -رواية ظلال العاشق لمحمد سناجلة أنموذجا- 
د. كربمة بلخامسةء 
جامعة عبد الرحمان ميرة بجايةء الجزائر 

الملخص 

لقد عرف النص الأدبي في العصر الراهن حركة انتقالية نوعية غيّرت المألوف وصنعت الجديدء وذلك 
عندما استفاد الأدب من التطور التكنولوجي ومن الثورة التقنية الكبيرة التي شهدها هذا العالم» مع ظهور 
شبكة الإنترنيت وما أحدثته في alle‏ الاتصال. وكلما تطوّر الفكر البشري وتطورت آليات تفكيره» تغيّرت 
أشكال تعبيره» ومن É‏ تغيرت إدراكاته للأشياء والحياة والعالم» ويعتبر كل انتقال حضاري بمثابة انتقال 
في أسئلة الواقع. من هذا المنطلق جاءت فكرة البحث في علاقة النص الرقمي وفعل القراءة وأهميتها في 
قيام عملية التواصل وإظهار كيفية تجاوب جمهور القراء وهذا النوع الجديد من الأدب» وهل يتفاعل 
القارئ وميكانيزمات الكتابة الرقمية التي يقدم فيها المؤلف نصا مفتوحا بلا حدود في أحد المواقع على 
الشبكة وبفسح فيها المجال للمتلقي لمشاركته في بناء العملية الابداعية» وكيف ساهم هذا النص في 
إثارة ردود فعل القارئ و بعث الجدال والاختلاف في فهم عمق النصء وهل يمكن لهذه الكتابة الرقمية 
أن تصبح بديلا للكتابة الورقية» وهل نعتبر الرقمنة هي المفتاح لضمان الفعل التواصلي في الواقع 
المعاصر ..أسئلة وأخرى سنحاول الاجابة عنها من خلال اختيار عيّنة من النماذج التطبيقية "ale S‏ 
شروق شمس' للأمريكي رويرت أرلانوءورواية محمد سناجلة 'ظلال العاشق" التي نستثمر فيها كيفية 
تجاوب وتفاعل القراء والنص الرقمي» وبالتالي قيام الفعل التواصلي. 

الكلمات المفتاحية: الأدب ٠‏ الرقمنة » الحاسوب ¢ التواصل ¢ التلقي. 


مقدمة: 

لقد عرف النص الأدبي في العصر الراهن حركة انتقالية نوعية غيّرت المألوف وصنعت الجديدء 
وذلك عندما استفاد الأدب من التطور التكنولوجي ومن الثورة التقنية الكبيرة التي شهدها هذا العالم › 
مع ظهور شبكة الإنترنيت وما أحدثته في عالم الاتصال. وكلما تطوّر الفكر البشري وتطورت آليات 
تفكيره» تغيّرت أشكال تعبيره » ومن É‏ تغيرت إدراكاته للأشياء والحياة والعالم » وبعتبر كل انتقال حضاري 
بمثابة انتقال في أسئلة الواقع. 
وبهذا انتقل النص الأدبي من مرحلة الورقية والكتابة إلى المرحلة الرقمية » وأصبح الحاسوب وسيطاً 
جديداً للإبداع بين المبدع والمتلقي» و احتل موقعاً جوهرياً في العملية الإبداعية » فهو أداة الإنتاج والتلقي 
في الوقت نفسه e‏ وخلق مفاهيم جديدة للتواصل وشروط أخرى للإبداع. 





(WWW.AJLS.IR) (iK فصلية دولية‎ ale) الأهواز لدراسات عل اللغة‎ de 
Y اى المجلد: ١ء العدد:‎ ۱/۲۰۲۰ ISSN: 7717-7 

من هذا المنطلق جاءت فكرة البحث في علاقة النص الرقمي و فعل القراءة و أهميتها في قيام 
عملية التواصل وإظهار كيفية تجاوب جمهور القراء وهذا النوع الجديد من الأدب » و هل يتفاعل القارئ 
و ميكانيزمات الكتابة الرقمية التي يقدم فيها المؤلف نصا مفتوحا بلا حدود في أحد المواقع على الشبكة 
و يفسح فيها المجال للمتلفي لمشاركته في بناء العملية الابداعية » وكيف ساهم هذا النص في إثارة 
ردود فعل القارئ و بعث الجدال و الاختلاف في فهم عمق النص» وهل يمكن لهذه الكتابة الرقمية أن 
تصبح بديلا للكتابة الورقية » وهل نعتبر الرقمنة هي المفتاح لضمان الفعل التواصلي في الواقع المعاصر 
..أسئلة و أخرى سنحاول الاجابة عنها من خلال اختيار عيّنة من النماذج التطبيقية التي نستثمر فيها 
شبكة التواصل الاجتماعي وكيفية تجاوب وتفاعل القراء والنص الرقميءوبالتالي قيام الفعل التواصلي.من 
هنا سنركز في هذا البحث على النقاط التالية: 
- التعريف بالأدب الرقمي وإشكالية المصطلح 
- أنواع الأدب الرقمي 
-التلقي والأدب الرقمي 

لقد أشار 'مارك جيمنيز" في هذا الصدد إلى موضوع الفن بأنواعه » وعلاقته بالتكنولوجيا الحديثة 
« وكيفية استفادته من هذه الابتكارات العلمية e‏ حيث يرى Éf‏ « تقنيات الاستنساخ الحديثة قد سمحت... 





بجعل الأعمال الفنية في متناول جميع الناس» ويعتبر ذلك - حسب بنيامين - ظاهرة جديدة سمحت 
بتحقيق رغبة الجماهير في تملك الشيء في الصورة والنسخة.. وقد سمح لأكبر عدد ممكن من الناس 
بلوغ فن متحرر من وظيفته الثقافية» ففي الماضي كان الفن خاصاً بالطبقة التي كانت تتمتع بالامتيازات 
وبالنخبة البورجوازبة ...» (جمينيز» Ye NY‏ صفحة (AY‏ 

هكذا احتل الحاسوب Ledge‏ جوهرياً في العملية الإبداعية فهو أداة الإنتاج والتلقي في الوقت 
نفسه» وخلق مفاهيم جديدة للتواصل وشروط أخرى للإبداع. وبالتالي حدث الانتقال في الآداب الإنسانية 
« من حضارة الورق إلى حضارة التكنولوجيا والإلكترونيات التي أخذت تتغلغل في مختلف جوانب الحياة 
دون حدّ أو ad‏ »! (البريكي» مدخل إلى الأدب التفاعلي» YT‏ صفحة .)١5‏ ويهذا أفرز عصر 
العولمة والتكنولوجيا أنواعاً جديدة من النصوصء تختلف في طبيعتها عن النص التقليدي المألوف› 
ويفرض هذا « الخطاب الرقمي منطقة وأشكال تجليه بعيداً عن الاستبداد الفكري» وغطرسة الورق» إن 
الأسئلة التي فجرها هذا الخطاب الأنترنيتي» مقلقة ومشاكسة لنمط التفكير السابق نظراً لاكتساح هذا 
النسيج العنكبوتي كل المجالات التي يستطيع داخلها ابتلاع كل ALY!‏ والهوامش» وبتمركز في 
خطاب دوائر لا يحترم إلا دائرة التلقي » (إدريس»ء «VOY‏ صفحة "). وكلما تطور الفكر البشريء 
وتطورت آليات تفكيره » تغيّرت أشكال تعبيره» ومن É‏ تغيرت رؤيته للحياة والعالم. 
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الأدب الرقميّ: مفاهيم في طور التشكل 

ظهر النص الرقمي» وحمل معه منظومة اصطلاحية متشعبة ومتنوعة » وهذا ما أنتج ترجمات 
متعددة» وتسميات مختلفة؛ كمصطلح النص (hypertexte)*g iid‏ (الخطيب» الأدب والتكنولوجيا 
وجسر النص المتفرع» 1491( ويرى المنظرون أنه يتكون من نسقين: النسق السلبي» وهو النص 
المغلق الذي لا يستطيع القارئ التعديل Cus cad‏ يضعه الخبراء لتقديم مادة مضمونية محددة» مثل 
الموسوعات» وتاريخ الفن. وتتاح للمتلقي حرية التنقل بين شبكة النصوص والوصلات الرابطة بينهاء لكن 
لا يمكنه Glas}‏ التغيير في الجسم الأصلي للنصوصء أو في طريقة تشكيلهاء أو الإضافة إليها أو 
الحذف منها (الخطيب» الأدب والتكنولوجيا وجسر النص المتفرع» »)۱۹١١‏ وهو بهذا يعتبر نسخة 
إلكترونية لأخرى ورقية كتابية. 

نشير إلى جانب هذا إلى "النسق الايجابي الذي يمكن أن تنقل فيه عملية تأليف النصوص نقلة 
نوعية من التأليف الفردي مع المؤلف» إلى التأليف الجماعي» حيث يمكن للمتلقي التعديل في النص» 
وإضافة زمر نصية أخرى« وتخرج جماعية النص من نطاق مجموعة المؤلفين إلى نطاق مجموعات 
المؤلفين ومجموعة القراء المهتمين » (الخطيب» الأدب والتكنولوجيا وجسر النص المتفرع» ٩۱۹۹ء‏ 
صفحة ».)1١‏ إذ يستعان في هذا النوع من النصوص بأشكال خارجية كالصور والخرائط والصوت» كأن 
يتابع المتلقي نصاً من النصوص وفق قرص (Cd rom)‏ وبستطيع سماع النص أثناء متابعته له » مرفقاً 
بصور ورسومات توضيحية » وهذا الجمع بين النصوص المكتوية والأشكال الأخرى تبقى مرتبطة برغبة 
المؤلف » فهو يمتلك السلطة الكاملة على النص e‏ وتعد الروايات التفاعلية كأحسن مثال لذلك « وهذا 
النوع من النصوص يسمح للمتلقي/ المستخدم بالتدخل في النص » بالإضافة أو التعديل » أو الحذف › 
أو غير ذلك » وغالباً ما يكون التدخل بدعوة من المبدع الذي يظل محايدا » ويقدم فصول روايته دورياً 
« مستفيداً في كتابتها من تفاعل المتلقين » ومن تدخلهم في بناء النص » (البريكيء مدخل الى الأدب 
التفاعلي» ٠٠٠٠٦‏ صفحة (YO‏ 

وبتأكد من هنا مبدأ التفاعل الاستراتيجي بين المتلقي والنص » والمتلقي والكاتب » وببين أن دور 
المتلقي لا يقل أهمية عن دور الكاتب » وقد اصبح ممكناً أمر « تحيين عناصر الماضي واستحضارها 
بفضل الإلكترونيك والبرمجة الإعلامية » ويمكننا القول باختصار شديد إن ذاكرات العقل الإلكتروني قد 
حلت محل ذاكرتنا...» (جمينيزء Ve VY‏ صفحة (AY‏ حيث اتسع مفهوم النص ليشمل الكلمة والصورة 
(الثابتة والمتحركة) سواء اتصلت هذه العلامات أو انفصل بعضها عن بعض. 

وهكذا يتشكل غير الخطي الذي لا يجب الالتزام بترتيب ثابت ومحدد أثناء قراءته ¢ حيث يستطيع 
قارئه التنقل من فكرة إلى أخرى © وبتحرك بدون توقف ودون الالتزام بترتيب محدد مسبقاً سطره المؤلف. 
ودون الاضطرار إلى قراءة أفكار لا يحتاجها دون أن تفرض عليه طريقة محددة في القراءة. 








(WWW.AJLS.IR) (iK فصلية دولية‎ ale) الأهواز لدراسات عل اللغة‎ de 
Y اف المجلد: ١ء العدد:‎ ۱/۲۰۲۰ ISSN: 77177 

ويتطور مفهوم 'النص المتفرع " ويظهر مصطلح (cybertexte)" Sál sail"‏ وهو النص 
المتاهة » وأول من طرح المصطلح هو «(Epsen Aarseth)'cusy) Gus!”‏ وهو نوع من النصوص 
الصعبة التي تتطلب من القارئ استحضار كل قدراته لقراءة النص بفعالية و« إن مفهوم النص الشبكي 
يركز على النظام الآلي للنص ٠‏ ويحتاج النص إلى مجهود غير بسيط من القارئ المستخدم ليسمح له 
بالنفاذ إليه ودخول فضاءاته » وإن الفرق بين النصوص الخطية وغير الخطية مهم جداً في تعريف 
النص الشبكي بوصفه نصاً مختلفاً ومميزاً عن النصوص المألوفة » (البريكي» مدخل إلى الأدب cle Lal)‏ 
٠٠١‏ صفحة (Ye‏ 

ينبغي أن نشير هنا إلى أنه لا يمكن تحديد الفروق الدقيقة بين هذا النوع من النصوص الشبكية 
والنصوص المتفرعة » واعتبار ميزة الصعوبة كمقياس يميّز النص الشبكي أمراً غير منطقي» بحيث ما 
يصعب على القارئ قد يسهل على قارئ آخرء وبالتالي يمكن القول إن النص الشبكي لا يختلف عن 
النص المتفرع. 
ay)‏ التفاعلي*: 

وهو ذلك النص الذي ينتج عن تقاطع الأدب مع التكنولوجيا الحديثة» ولا يمكن أن يتأتى لمتلقيه 
إلا عبر الوسيط الإلكتروني؛ أي من خلال جهاز الحاسوب. ولا يكون هذا الأدب تفاعلياً إلا إذا أعطي 
المتلقي مساحة المبدع الأصلي للنص. وقد dije‏ (سعيد يقطين) بأنه مجموع الإبداعات (الأدب من 
أبرزها) التي تولدت مع توظيف الحاسوب» ولم تكن موجودة قبل ذلك» أو تطورت من أشكال قديمةء 
ولكنها اتخذت مع الحاسوب صوراً جديدة في الإنتاج والتلقي » (يقطين» ٠٠٠٠٠‏ الصفحات .)١٠١-9‏ 

وقد تحددت خصوصيات الأدب التفاعلي مع الباحثة فاطمة البريكي فيما يلي: 
- يقدّم (الأدب التفاعلي) نصاً مفتوحاًء نصاً بلا حدودء لكن لا يعني هذا أن العملية عشوائيةء حيث 
يلقي المبدع بعمله في أحد المواقع على الشبكة. 
- إحساس المتلقي بأهميته مع الأدب التفاعلي على الشبكة؛ ودوره في بناء العملية الإبداعية. 
- حرية المتلقي في دخوله alle‏ النصء إذ يمكن له أن يختار نقطة البدء التي يرغب» حيث إن المبدع 
يبني نصه على أساس ألا تكون له بداية واحدة ولا نهاية موحدة » فتعدد المسارات يعني تعدد الخيارات 
المتاحة أمام المتلقي (البربكيء: مدخل إلى الأدب التفاعلي» YT‏ صفحة (OV‏ 

تتعدد» هكذاء صور التفاعل في الأدب التفاعلي» سواء في الرواية أو المسرح أو الشعر في 
مقابل محدوديتها في الأدب الورقي التقليدي» فالورق لا يسمح بدرجة التفاعلية *' ذاتها التي يسمح بها 
الوسيط الإلكتروني. 





*- تحتل لفظة التفاعلية (Interactivity)‏ موقعاً Lage‏ في الثقافة الغربية الورقية والإلكترونية» وترى الباحثة فاطمة البريكي 
أنها لفظة ومصطلح مغيّب في مصادر الثقافة العربية. وما يرد في استخدامها يرتبط بالدراسات النقدية المعاصرة» 


1١5 
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المتلقي المبدع في الأدب الرقمي: 

لقد أولت نظرية القراءة مع 'فولفغانغ أيزر" و'روبرت ياوس" مفهوم القارئ في العملية الإبداعية 
عناية كبيرة » واهتم 'أيزر " اهتماماً كبيراً بقضية بناء المعنى وطرائق تفسير النص» من خلال اعتقاده أن 
النص ينطوي على عدد من الفجوات والدلالات» تتفتح على إمكانيات لا نهائية من التأويل. ويعتبر 
القارئ مشاركاً إستراتيجياً في بناء معنى النصء و أن« عملية الكتابة تشمل عملية القراءة كلازمة calas‏ 
وهاتان العمليتان المتلازمتان تتطلبان شخصين مختلفين في نشاطهما. فمن جهود الكاتب والقارئ ينتج 
الشيء الخيالي المجرد المتعلق بالذهن» فالفن لا وجود له إلا من أجل الآخرين ومن خلالهم » (إيسرء 
Yours‏ صفحة .)١ ١5‏ 

وقد عمل 'أيزر" في بحثه 'فعل القراءة " على وضع رسم دقيق لفعل القراءة » ونشاط القارئ في 
تجسيد العملية التواصليةء وبيّن دور القارئ الضمني * في قيام النص واكتمال بنائه. لكنه ينبغي أن 
نشير إلى الخلل الذي سجلناه في النتائج التي حققها هذا الباحثء حيث بقي عمله عبارة عن تجريد لهذه 
العلاقة التفاعلية التي تجمع الكاتب بالقارئ » ولم يستطع 'أيزر" تجسيد هذه النتائج المتوصل إليها على 
مستوى النصوص الأدبية » وغيّبت النماذج التطبيقية التي تحقق هذه الأفكار التجريدية » وتظهر فعالية 
القارئ وحيويته في العملية الإبداعية. 

وقد رأينا من خلال هذا البحث » ومن الاطلاع على نماذج من الأدب الرقمي أن أحسن مثال 
لتجسيد مفاهيم نظرية القراءة عند 'أيزر" وإظهار إنتاجية القارئ في العمل الإبداعي تظهر في هذا النوع 
الأدبي الجديد » وهو ما اتفق على تسميته بالأدب التفاعلي ** الذي ولد في كنف التكنولوجيا ويصلنا 
عبر شاشة الحاسوب. 

ولأجل إظهار كيفية احتواء هذا النص الأدبي الإلكتروني وترجمته لآليات نظرية القراءة 
وإستراتيجيات حضور المتلقي في بناء الفعل التواصلي e‏ سنعود إلى بعض النماذج التي وظفتها الباحث" 
فاطمة البريكي' في دراستها للأدب التفاعلي » حيث ترجمتها من اللغة الإنجليزية » وسنبيّن كيفية انبناء 
هذه ألنصوص وكيفية مساهمة المتلقي على شاشة الحاسوب في إتمام كتابتها مع غيره من ألقراء والبحث 
في الآليات التي يوظفها المبدع من أجل فسح المجال لمختلف المتلقين لتلقي عمله c‏ والمساهمة في 
إكمال كتابته ؟ 





خصوصاً في أوساط المهتمين بجماليات التلقي. وترجع أسباب غيابها في الاستعمال العربي إلى انعدام الحضور العربي 
على الشبكة» ولا يزال المبدع مرتبطأ بالصورة الورقية التقليديةء بينما أصبحت "التفاعالية" عند الغرب مصطلحاً دارجاً 
يستخدم بكثرة ودون اضطراب. وقد ذهب عدد من العلماء إلى أن هذه اللفظة لا تعني القدرة على التجوال في العالم 
الافتراضي وحسب» بل تعني قوة المتلقي وقدرته في إحداث التغيير وتشكيل النص من جديدء وبالتالي مشاركة المبدع في 
الكتابة. 
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القصيدة التفاعلية 

لقد خرج النص الشعري من دائرته التقليدية المعروفة على مستوى الكتابة الورقية » إلى شكل 
جديد يظهر على مستوى شبكة الإنترنيت عبر الوسيط الإلكتروني » وأصبح المبدع يستخدم عدداً من 
التقنيات التي لا يوفرها النص الورقي ؛ كالاستعانة بالصوت والصورة والأشكال وغير ذلك « والتي من 
خلالها يترك المبدع Iie‏ للقارئ للتحرك في فضاء هذا النص بكل حرية ودون قيود » ويكون ذلك عنصراً 
مشاركاً فيها « ومتقاغلاً معها. 

ومن القصائد التفاعلية نذكر قصيدة (in the Garden of recounting)‏ للشاعر کاندل« 
يمكن تقديم وصف سريع للشاشة الأولى التي سيواجهها المتلقي بمجرد دخوله alle‏ هذا النص.. من 
خلال موقع (Drunken Boat)‏ سيجد المتلقي اسم قصيدة (كاندل) موجوداً في أول الشاشة » وبمجرد 
النقر عليه تظهر نافذة جديدة ذات مساحة ثانية » لا يمكن تكبيرها أو تصغيرها ٠‏ في الجهة البسرى 
منها أريع دوائر خضراء مصفوفة بشكل عمودي مكتوب على كل منها كلمة واحدة من الكلمات الأربع 
التالية وبالترتيب ذاته بخط أسود ثخين. وفي الوقت ذاته يتراءى عنوان القصيدة بشكل ضبابي في ما 
بين ثنايا سحاب كثيف » تتساقط die‏ بشكل عشوائي مجموعة من الحروف ¢ وتتبعثر في فضاء نافذة 
النص » وفي أسفل النافذة وتحت الدائرة الخضراء الأخيرة » توجد جملة مكتوبة بخط صغيرء ويلون 
رمادي باهت » نَوَجَه المتلقي إلى تحريك الفأرة على الدوائر الخضراء e‏ ويمجرد تنفيذ ألأمر lad‏ بعض 
الجمل في ألظهور وفي حال تأخر المتلقي في تحريك فأرته على الدوائر الخضر تأخذ هذه الموجهة 
بالظهور والاختفاء في مكانها لمرات متتابعة في إلحاح عليه بأن يُحرّك الفأرة حتى يدخل alle‏ النص. 
وبتحريك الفأرة على الدوائر الخضراء الأولى التي كتبت عليها كلمة (الذكريات) تظهر جملة باللون 
الأحمر هي: (grow where words)‏ لتشكل مع الكلمة الرئيسية الذكريات (memories)‏ وبالنزول 
إلى الدائرة الخضراء التالية والتي كتبت عليها كلمة (تتساقط) تظهر باللون الأحمر ( in with story,‏ 
«...(that swindler who soaks you‏ (البريكيء مدخل إلى الأدب التفاعلي» ٠٠٠۲ء‏ الصفحات 
(AYA)‏ 

ونلاحظ أن تتابع ظهور هذه الكلمات والجمل لا يمكن قصها أو لصقها e‏ إذ تظهر بحركة الفأرة 
وتختفي بحركة أخرىء ولا يمكن الإمساك بها. ويظهر البعد التفاعلي مع القارئ عندما يحرك المتلقي 
فأرته على النباتات التي لا يظهر دورها إلا بعد الكشف Lec‏ تحويه خلفها عندما تبدأ القصيدة في الظهور 
والانكشاف بحسب المكان الذي يبدأ فيه تحريك الفأرة » والمكان الذي يتجه إليه. وتتغير نقطة البداية 
للقصيدة بحسب النقطة التي ينطلق منها المتلقي » وتختلف من قارئ AY‏ 

ونستنتج من خلال هذه الطريقة التقنية البحتة » أن المبدع قد أسس بشكل واضح خطوات المتلقي 
> وضرورة حضوره على مستوى النص e‏ فطبيعة انبناء النص بتزاوج الكلمة والصورة » والخروج عن 
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النموذج المألوف e‏ وإحداث الغموض في ثنايا الكلمات » كل هذا يمثل دعوة لإشراك المتلقين في إحداث 
النص » ومن هنا « فشعرية الأثر المتحول (وجزئياً شعرية الأثر المفتوح) تؤسس نوعاً من العلاقات بين 
الفنان وجمهوره واشتغالاً جديداً للإدراك الحسي الجمالي » وتؤمّن للمنتج الفني مكانة جديدة في المجتمع 
> وتقيم في الأخير علاقة غير مسبوقة بين تأمل واستعمال الأثر الفني » (إيكوء ١١٠٠ء‏ صفحة (EY‏ 

يتبيّن لنا من خلال هذا النموذج أن هناك تحطيماً كلياً للقواعد الشعرية المعروفة › للثقافة الأدبية 
> وأنّ تقنيات الكتابة الإلكترونية قد فرضت نفسها على المبدع » وجّهته وجهة أخرى يستثمر فيها كل 
الإمكانات المتاحة على الشاشة من أجل وضع نصه » وفي الوقت نفسه فتحت المجال أمام المتلقي 
للإبداع » وقراءة النص مثلما يريد عكس المؤلف في الأدب المألوف الذي كان « يحفر اسمه أو ينقشه 
في واجهة النص... ليس أسهل هنا من ادعاء ملكية النص المكتوب » (محمودء ٠٠٠١‏ صفحة 00( 
بينما يرسم المبدع على الشبكة الطريق أمام المتلقين لتفعيلهم وتنشيط قدراتهم وتعديل وإضافة ما يمكن 
ذلك. 
ب - الرواية التفاعلية: 

ينكسر النمط الخطي الذي كان سائداً مع الرواية التقليدية الورقية » وتظهر رواية جديدة يستثمر 
فيها الروائي على الشبكة الإلكترونية كل الخصائص التقنية التي تريط بين النص والصورة الثابتة 
والمتحركة ٠‏ والأصوات الحية والأشكال الجرافية المتحركة » والرسومات التوضيحية › والتوصيل بين 
القصة » وكل هذه العناصر ليتشكل ما نسميه بالرواية التفاعلية. ومن الأمثلة على ذلك نذكر رواية 
'شروق شمس" )14 (Sunshine‏ للروائي الأمريكي 'رويرت أرلانو". 

تحكي هذه الرواية قصة واقعية » وقعت أحداثها في VATA /١7/5‏ مات فيها أربعة أشخاص 





في ilia‏ موسيقية. وبعد أكثر من ثلاثين سنة » لا تزال جريمة القتل Gs‏ كنهاية رمزية للستينات » وهذا 
العمل بمثابة آلة زمن تصل الحاضر بالماضي. ويدعو المبدع e‏ من خلال هذا العمل الإلكتروني › 
القراء لإضافة مغامراتهم الافتراضية إلى بنية النص الروائي » وذلك بقوله :« لا تنس لإضافة مغامراتك 
إلى سجل ضيوف رواية 15 » هذه فرصتك لتغيير الماضي ». 

ويعمد الكاتب » من خلال ما يصله من المتلقين من مساهمات » إلى نشر في كل شهر فصول 
جديدة تضم مساهمات المتلقين من متن الرواية » ودون أن يفصل بين ما يكتبه هو وما كتبه المتلقون. 
ويذلك تمتد عملية الخلق النصي » وتنفتح الرواية للتوسع. يقول (رويرت أرلانو):« عندما بدأت بكتابة 
الرواية كان يوجد القليل من المتلقين المتفاعلين الذين يستعملون الوصلات ويذيلون الرواية باقتراحاتهم › 
ويعد مضي خمس سنوات من تاريخ نشرها اصبحت أستقبل آلاف المساهمات في الأسبوع » (سناجلةء 
(Ved‏ 
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قراءة في رواية ظلال العاشق 

يمكن أن نشير الى آخر انتاجات محمد سناجلة في آخر رواياته في عام 7٠١١5‏ و الموسومة ب 
'ظلال ألعاشق و تشتغل على برنامج فلاش «(Macro média Flash)lases Slo‏ وهو من البرامج 
المتميّزة جدا في مجلات التصميم الحركي والتصميم ألإعلاني فهو يعمل على أساس الرّسوم المتجهة 
أو المنحنيات» بحيث يستطيع إنشاء الرسوم المتحركة المتميّزة المتنخصصةءلقد أصبح هذا البرنامج قادرا 
على إنشاء مواقع أنترنيت كاملة تتضمّن الصّور والرّسوم المتحركة والتأثيرات الصّوتية المختلفة . 
كما تعتمد الرواية على فنون الرسم والموسيقى والصور e‏ واستخدام تقنية النص المترابط ( الهايبرتيكست) 
في بنيتهاء وتعمد إلى الروابط المتشعبة بالإضافة إلى مؤثرات الملتيميديا (السمّعية»البصرية »الحركية) 
فهي أحادية المؤلف وهو الوحيد الذي له القدرة على تحديد مسارات روايته»وهي تحتوي على أكثر من 
رابط» فقد ريط بين التقنيات التكنولوجية الحديثة Ley‏ فيها الحاسوب و الفضاء الشبكي و الأدب. 
فقد وظّف الكاتب في روايته المشاهد الواقعية c‏ حيث صور الحرب السورية و مشاهد مقتبسة من أفلام 
سنيمائية » كما عمد الى توظيف الرسوم المتجهة (الأشكال و الخطوط و المضلعات)و الحركة في 
الأحداث و التغير في الشكل » و اللون و كذا استخدام تعليمات برمجية ووظف تقنية التناص و استثمر 
الكتب السماوية الدينية كالقرآن الكريم في قوله:'قلت:أسمع ماذا؟قال فارتقب يوم تأتي السماء بدخان 
مبين» يغشى الناس هذا عذاب عظيم'( محمد سناجلة رواية ظلال العاشق)وهي آية من سورة الدخان 
١‏ وريط الرواية بالشبكة العنكبوتية التي تعتبر الوسيط الذي يتم به تشغيل النص الروائي » و 
الذي يحوّله الى ملف حاسوبي محمّل و لا ينتهي دور الفضاء الشبكي عند هذا الحدّ بل هو ضروري 
لإحداث التفاعل بين القارئ الافتراضي و الرواية الرقمية. 

استعمل الكاتب سناجلة تقنية النص الفيلمي في ضوء النص التفاعلي في رواية DUS‏ العاشق". 
حيث يظهر العنوان في صورة من خلال عبارة كتبت باللون الأحمر و تقطر منها قطرات من الدماء › 
وهي تحيل الى التاريخ الدموي » بالإضافة الى ظهور عبارة " رواية واقعية رقمية" التي تهدف الى تحرر 
القارئ من الأشكال التقليدية التي ألفها ذ في الرواية العادية»و يصاحب العنوان موسيقى حزينة ونسيج من 
الصور المتحرّكة أدخلته في نظام الفيديو : 
و قد جاءت الرواية على شكل روابط يتناقل القارئ الافتراضي فيما بينها هي كالآتي: 
-نص Ge”‏ الرب'ينتقل إلى نص كموش في زمن الشجر من خلال رب الأرباب كموش المتعالي و 
هو يصارع التنين لوتان ذا الرؤوس السبعة. 
-نص 'كموش في زمن الشجر" يعود على النص الرئيسي بالنقر على الرابط" شعرت بأني إله ذاتي 
-نص كموش في زمن الشجر" ينتقل على نص كموش في زمن العماء" من خلال الرابط lle‏ من 
phat‏ 
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-نص كموش من زمن العماء ينتقل إلى نص كموش في dija‏ ووحدته من خلال الرابط نسيت haa‏ تلاه 
دهر و دهر في وحدة شاملة. 
نص كموش في زمن العماء يعود على النص الرئيسي " عتيق الرب" من خلال النقر على الرابط التالي: 
أتجعل فيها من يفسد و يسفك الدّماء". 
بالاضافة الى توظيف روابط متفرعة تشعبية داخلية ساهمت في اعطاء لمسة تقنية حديثة من شأنها 
أن تضع القارئ في الطريق الصحيح من خلال عبارات ينقر عليها لتظهر على شكل صور 
وفيديوهات.كما لخص الكاتب مسار الأحداث الروائية لظلال العاشق في شكل خريطة تسهل على فعل 
التواصل مع القارئ الافتراضي وتفتح قنوات التفاعل» ووظف اللغة الاستعارية الترميزية (الاستعارات» 
المجازء الكنايات..) وهذا ما يفتح المجال لإشراك القارئ في النص والعمل على تفكيك شفراته والدخول 
الى عالم الخيال من أجل الوصول الى الحقيقة وهذا ما يعطي الحيوية و التفعيل لفعل التواصل. 
وقد تميّزت اللغة التي استعملها المبدع محمد سناجلة في روايته الواقعية الرقمية بالاستعارية والمجازية 
والرمزية في السرد التي تحتاج من المتلقي التفكير والبحث من أجل فك هذه الشفرات والرموز. 
وذهبت الناقدة المغربية زهور كرام عن رأيها حول نص هذه الرواية 'يمنح محمد سناجلة للمشهد 
العربي مع 'ظلال العاشق" تجرية ابداعية جديدة » ستعمل على تعميق النقاش حول مفهوم الأدب الرقمي؛ 
كما ستطور القراءة الرقمية» و تدعّم فكرة التأليف الجماعي » و تشجع الكاتب على المغامرة في هذا 
الشكل التعبيري الرقمي و الإبداع من أجل خلق تراكم نصي رقمي يسمح بإنتاج وعي بطبيعة خطاب 
الابداع الرقمي العربي" 
يتبيّن لنا من هذه الرواية » وغيرها كيف يشذ المبدع الربط مع قارئه » وفي الوقت نفسه يفتح 
آفاق نصه. ومثلما رأينا « فالآثار المفتوحة والمتحولة تتميز بالدعوة إلى إنتاج الأثر مع المؤلف... وتبقى 
مفتوحة على توليد دائم لعلاقات داخلية يجب منا اكتشافها » (إيكوء Vee)‏ صفحة .)٤١‏ وبهذا فالأدب 
االرقمي هو النموذج الأمثل لتفعيل علاقة المتلقي بالنص والمبدع e‏ وقد تبيّن لنا كيف يتحرك النص 
وينتج على شاشة الحاسوب مع تحرك المتلقين وتنقلاتهم في كل الاتجاهات وتعديلاتهم المتعددة » و« 
نتيجة لطبيعة تشكل النص الرقمي » فإن قراءته تستلزم امتلاك نفس آليات الثقافة الرقمية » وهذا يفترض 
على القارئ أن يمتلك هو الآخر - شأنه شأن المؤلف الرقمي - نفس إمكانات الثقافة الرقمية » مما 
يعني أن منتج النص الرقمي ومتلقيه يستعملان نفس التقنيات الرقمية..». وكل هذا يفتح المجال أمام 
أسس وآليات نظرية القراءة تتحقق على الواقع » وتتحقق أفكار 'أيزر" على مستوى النص الرقمي. 


۲١ 
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Abstract 

The aim of the present study was to investigate the effect of using metacognitive vocabulary 
learning strategies on the vocabulary size among a group of intermediate Iranian EFL 
students. For that purpose, sixty students at Islamic Azad University of Dezful in Iran were 
randomly selected and assigned in two intact classes as the participants of the study. By 
considering total sixty participants, randomly thirty participants were assigned to control 
group and thirty participants to experimental group. Metacognitive Strategy Test (designed 
by the current researcher) for measuring the percentage in which participants were familiar 
with metacognitive strategies as the treatment of the study was the first instrument and 
Vocabulary Levels Test (VLT) as the other instrument for measuring the vocabulary size 
was administered before (as pre-test) and after (as post-test) the treatment of the study. Both 
groups worked on the same reading passages and textbooks. In addition, the students in 
experimental group were also taught in metacognitive vocabulary learning strategies while 
the students in control group received traditional teaching without any treatment for 12 
sessions. The result of one-way ANCOVA indicated that applying metacognitive vocabulary 
strategies was beneficial in increasing the students’ vocabulary size. 

Keywords: Strategy-Based Instruction; Metacognitive Vocabulary Learning Strategies; 
Vocabulary Size; EFL students; Vocabulary Levels Test 


Introduction 

In this regard, after introducing the theoretical and methodical assumptions related to 
this study, the major issues bounded with vocabulary learning in general, vocabulary 
learning strategies and the notion of vocabulary size will be stated. Afterwards, those 
characteristics which make this study significant from other relevant studies in this field will 
be explained briefly. Based on the pervious mentioned background, a research question is 
raised which is addressed in the following chapters. Then the hypothesis will be discussed 
lack or existence of the effect of metacognitive vocabulary learning strategies on learners’ 
vocabulary size. After that, key terms with a brief definitions of each one related to the study 
will be covered. At last, limitations and delimitations related to the study will be mentioned. 


2. Background of the Study 

The knowledge of vocabulary is the backbone of language learning. All skills related 
to language learning directly and indirectly are interconnected with vocabulary knowledge 
(Nation, 2001). Vocabulary plays an essential role in communication than the other 
components of language. Obviously, the lack of vocabulary used in routine conversation and 
communication is the most common source and origin of students’ incapacity to express 
what they want to say and write during their communication activities. It is supposed that 
introducing relevant vocabulary is prior to any other communication activity. Vocabulary or 
lexical item, as Chastain (1988) holds, plays a more important role than the other 
components of language. Without it, language would no longer exist. In the history of 
language teaching a little care was taken to the “vocabulary learning”. It was wrongly 
assumed that learning and teaching vocabulary is not as important as other issues in language 
learning. Some scholars Mior and paul Nation (2008) directly stated their idea of less 
necessity of vocabulary learning among other aspects of language learning. This idea was 
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dominant during that time till gradually linguists proved the significant value of vocabulary 
in communication and certain interactions. Nowadays the importance of this issue arrived to 
this domain that Wilkins (1972) claimed that without grammar very little can be conveyed, 
but without vocabulary nothing can be conveyed. According to Hatch (1983), “basic 
communicative competence is largely concerned with the strategies the learners use to solicit 
the vocabulary they need in order to get meaning across”. It is being a long time that teaching 
vocabulary considered as memorizing some list of new words that most of the learners have 
to do their best in a very short period of time and it is unfortunately rarely seen that a teacher 
advises students to guess the word, paraphrase, or focus on synonyms and antonyms (M. 
Hashemi, 2011). As mentioned above, paraphrasing, guessing and etc. can be very effective 
in vocabulary learning (Finochairo, 1973: p 122). According to Pulston (1976), the neglected 
area of all language teaching, with no doubt is vocabulary learning. All in all for having a 
better job, better pay and eventually a better life, we need more and more vocabulary (Saif, 
1995). 

Vocabulary is now a current focus in ESL pedagogy and research and has been 
increasingly recognized as essential to language use because inadequate vocabulary can lead 
to the learners’ difficulty in language reception and production (Wei, 2007).Also Vocabulary 
knowledge is important because it encompasses all the words we must know to access our 
background knowledge, express our ideas, communicate effectively, and learn about new 
concepts. 

However, it is useless if the students learn a lot of words or possess a large number of 
vocabularies but they can’t remember or retain in their long-term memories. Wei (2007) 
stated that nowadays long-term retention has received wide attention as one of the greatest 
problems in learning new words. Quinn and Irving (1997) mentioned that the hardest way to 
learn the new words is to try to memorize a list of unrelated words and their meanings. The 
students need not only learn a lot of words, but to remember them. Unlike the learning of 
grammar which is essentially a rule-based system, vocabulary knowledge is largely a 
question of accumulating individual item. The important point is that the students must be 
able to store and retrieve the vocabularies when they read for comprehension (Thornbury, 
2008). Similarly, the inability to recall the known words adversely affects not only reading 
comprehension but also spoken and written discourse (Wei, 2007). Therefore, the problem 
of remembering a large number of vocabularies is common for the English learners around 
the world. 

Having inadequate vocabulary hampers learners’ reading comprehension in a way that 
makes it more likely that the learners will face difficulties in the path of academic 
achievement. As such, vocabulary learning and teaching is a central activity in the L2 
classroom. One way in which vocabulary learning can be fostered is through the use of 
learning strategies. These strategies are consciously or unconsciously learned techniques for 
processing information in order to enhance learning, comprehension and retention 
(O’Malley &Chamot, 1990). 

In order to investigate learning vocabulary, applied by EFL learners, many different 
studies around this issue is done so far. Naiman, Frohlich, and Todesco (1975) made a list 
of strategies used by successful L2 learners, adding that they learn to think in the language 
and address the affective aspects of language acquisition as well. 

O’Malley and Chamot (1990), for instance, have divided the strategies into three 
main branches: cognitive, metacognitive, and socio-affective, each of which includes lots of 
sub-strategies such as rehearsal, organization, summarizing, deducing, and imagery. On the 
other hand, Oxford (1990a) has proposed a more comprehensive model in which six 
categories, classified into two groups of direct and indirect exist. The direct strategies include 
memory, cognitive, and compensation while indirect strategies include metacognitive, 
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affective, and social. As Oxford (1990b) mentions, the social and affective strategies are 
found less often in L2 research. This is, perhaps, because these behaviors are not studied 
frequently by L2 researchers, and because learners are not familiar with paying attention to 
their own feelings and social relationships as part of the L2 learning process. According to 
O’Malley and Chamot (1990), cognitive (e.g., translating, analyzing) and metacognitive 
(e.g., planning, organizing) strategies are often used together, supporting each other. In the 
present study first Metacognitive strategies will come in focus and then their possible effect 
or effects on Iranian EFL learners’ vocabulary size will be investigated. 


3. Research Methodology 

The sample drawn from the population must be representative so as the researcher is allowed 
to make inferences or generalization from sample statistics to population (Maleske, 1995).In 
this way, 60 male and female subjects who were studying in the second semester of Islamic 
Azad university of Dezful were invited randomly to take part in this study. They were all 
native speakers of Persian. Their age range varied from 18 to 24. The average age of the 
participant was 20.83. They had already passed their second semester. The participants were 
randomly assigned to two classes and were regarded as intermediate level of language 
proficiency. One of the classes was randomly selected as the experimental group and the 
other class as control group. The number of the students in both groups of experimental and 
control group were 30. After the selection of the participants, the PET was administered to 
the participants of the study. The purpose of the administration of the PET test was to ensure 
the homogeneity of the students in terms of general language proficiency prior to the 
treatment. The result of an independent sample T-test for the mean score of the PET test for 
both groups (Table 1) indicated that the scores of the two groups were not statistically 
different. 


Table 1: Independent sample t-test for pet score 


Group N Mean Std. t* Sig 
Deviation 
Experimental 30 49.33 5.50 0.429 0.67 
Control 30 48.66 6.49 























3.1. Instruments 

The following instruments were used by the researcher: 
3.3.1. Preliminary English Test (PET) 

A retired version of PET exam (2004), as an internationally valid proficiency test, was 
utilized in this study as a measure of general language proficiency of the participants of this 
study. Based on the PET Handbook (2004), the test is developed to assess the use of language 
in real life. PET is based on the communicative approach to learning English while 
considering the need for accuracy. As for content, the test requires understanding public 
notices and signs; reading and understanding of short written texts incorporating factual 
information; understanding of grammar as utilized to express language notions such as time, 
space, possession, etc. The reliability of the test as estimated against Kudar-Richardson 
Formula (KR-21) turned out to be 0.84. 


4. Statistical Analysis 

In order to investigate the aims of the study, the collected data were computed by means of 
SPSS package. In the following section the analysis of the results of the current study will 
be discussed in details. 
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4.1 Inferential statistics 

In order to answer the research question of the study, the gathered data were 
statistically analyzed. In so doing, first the normality of distribution for the scores was 
investigated. To check the normality assumption, one-sample Kolmogorov-Smirnov (K-S) 
test was conducted on both pre-test and post-test scores. In one-sample Kolmogorov- 
Smirnov (K-S) test, if the significance level is larger than .05, it shows that the data are 
normally distributed. As it is indicated in Table 2, the results of one-sample K-S test revealed 
that the data was normally distributed. Table 2 indicates the normal distribution of data in 
the present study. 





Table 2: Results of one-sample Kolmogorov-Smirnov (K-S) test for showing Normal distribution 
Sig. level Z -Scores Variable 
0/879 0/589 Vocabulary size 





Results of the test indicates that data in all levels is normally distributed. Because all 
calculated Z-scoes of all variables are not significant in level P < 05/0. In order to answer 
the research question of the study which dealt with the comparison of the two groups in 
terms of breadth of the vocabulary knowledge, a one way ANCOVA was run. According to 
Pallant (2007), ANCOVA can be used when you have a pre-test/post-test design (e.g. 
comparing the impact of two different interventions, taking before and after measures for 
each group). The scores on the pre-test are treated as a covariate to 'control' for pre-existing 
differences between the groups. 

For the use of ANCOVA, one important assumption which is the homogeneity of regression 
slopes must be met first. This assumption concerns the relationship between the covariate 
and the dependent variable for each of the groups (Pallant, 2007). What should be checked 
is that there should be no interaction between the covariate and the treatment or experimental 
manipulation. Table 3 indicates that this assumption has not been violated; If the Sig. level 
for the interaction is less than or equal to .05, the interaction is statistically significant, 
indicating that we have violated the assumption. As the table indicates the Sig. level for 
group pretest is.083 which suggests that this assumption has not been violated. Then, a one- 
way between-group analysis of covariance was run to investigate the effectiveness of the 
intervention which was meta-cognitive vocabulary strategy training on the breadth of the 
vocabulary knowledge of Iranian EFL students. The independent variable was meta- 
cognitive vocabulary strategy training, and the dependent variable consisted of scores on 
VLT administered after the treatment. Participants’ scores on the pre-test administration of 
the VLT were used as the covariate in this analysis. 

In table 3, the mean and standard deviation of the pre-test and post-test variable with regard 
to the control and experimental groups will be presented. 


Table 3. Mean and Standard deviation of pre test and post test 


Post test Pre test 
د‎ M Sta. M Groups 

Deviation ean Deviation ean 
1/32 1 145 5 9 1 0 

4 78/3 0 18 60/0 0 xperimental group 
1/67 4 /77 2 

4 70/3 0 17 66/6 0 Control group 


Results of the table shows that the average scores in the experimental group than the 
control group for breadth of vocabulary was noticeably increased. As discussed before for 
comparison of two groups performance in vocabulary size by considering the homogeneity 
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of both control and experimental group and also to decrease the level of other effective 
factors on participants’ vocabulary size, One-way ANCOVA was used in this study. 

To search for the same assumption variances (Homogeneity of variance) in the groups 
studied is that of default by analysis of covariance Levene test (Levene Test) were used, the 
results of which are presented in the following Table 4. 


Table 4: Levene test for evaluating the assumption of “homogeneity of variance” 
Sig. level df2 011 F Dependent Variable 
0/094 59 1 2/88 Post test 


The results of this test indicate that the amount of “F” is not significant and the 
assumption of homogeneity of variance is established. The results of univariate analysis of 
covariance between-group effects (Between- subjects Effects) by removing the effect of pre- 
test and post-test shows that the mean of two experimental and control groups in post test 


= < = ٠. ig 1 . . 
scores (E E a aly ) are of significant differences. And by considering 


pointed averages in Table 2, it is indicated that these differences are more in post test in 
experimental group. And by respect to Cohen criterion (1988), this effect is more than 
mediocre level. The results of the table indicates using metacognitive vocabulary learning 
has a significant effect on learning vocabulary and those students who were using 
metacognitive strategies in language learning in contrast with control group, experience a 
better learning.These results established the significant effects on teaching metacognitive 
vocabulary learning strategies among Iranian EFL learners. 


Table 5: The univarient analysis of one-way ANCOVA on pretest and post test scores by considering 
control and experimental group as dependent variable. 


Effect 
i re Sig. F Mean Square DF Sum of square Source 
square) 
0/691 0/000 127/51 8427/67 1 8427/67 Pre test 
0/344 0/000 29/87 1974/65 1 1974/65 group 
66/09 57 3767/15 error 
60 344165/00 total 


Figure 4 also shows the effectiveness of learning vocabulary by using metacognitive 
strategies on vocabulary size of experimental group in contrast with the control group. 


The finding of this research revealed the inevitable and significant effect of using 
metacognitive vocabulary learning strategies on Iranian EFL learners. However, many 
scholars have focused on using metacognitive learning strategies. For instance, According 
to results from three landmark studies on L2 vocabulary acquisition conducted in the 1980s 
by Cohen and Aphek (1981), O’Malley et al. (1985) and Ahmed (1989), researchers 
developed some hypotheses on the VLS most commonly used by L2 learners. These authors 
argued that memorization, dictionary use, note-taking, and visual and oral repetition are the 
most common learning strategies among L2 learners. The results of these studies also 
support the idea that many beginning-level L2 learners prefer mechanical, less cognitively- 
demanding VLS over more complex meta-cognitive ones (Schmitt, 1997). These studies also 
led to more systematic research into VLS, although questions still remain today over which 
type of VLS, or combination of such strategies, are more effective in acquiring a large L2 
vocabulary (Takaé, 2008). 
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Many other Researches show that metacognitive skills can be taught to students to 

improve their learning (Nietfeld & Shraw, 2002; Thiede, Anderson, & Therriault, 2003). 
They believed that constructing understanding requires both cognitive and metacognitive 
elements. Learners “construct knowledge” using cognitive strategies and they guide, 
regulate, and evaluate their learning using metacognitive strategies. It is through this 
“thinking about thinking,” this use of metacognitive strategies, that real learning occurs. As 
students become more skilled at using metacognitive strategies, they gain confidence and 
become more independent as learners. 
Stoffer (1995) carried out a large-scale vocabulary-learning study using Russian, Japanese, 
German, and Spanish FL students at a large university in the United States. Stoffer designed 
a questionnaire—the Vocabulary Learning Strategy Inventory (VOLSI)—to determine the 
most commonly used VLS among the participants. The VOLSI consisted of 53 strategies 
grouped into nine categories: 1) strategies involving authentic language use, 2) strategies 
involving creative activities, 3) strategies used for self-motivation, 4) strategies used to 
create mental linkages, 5) memory strategies, 6(visual and auditory strategies, 7) strategies 
involving physical action, 8) strategies used to overcome anxiety, and 9) strategies used to 
organize words. Among the findings in Stoffer’s study was the fact that metacognitive 
strategies used to create mental linkages were the most frequently used type of cognitive and 
metacognitive strategies. Students who score high in this factor were the ones who used 
strategies such as linking L2 words to their native language (either by sound or by spelling), 
learning words group in related topics, linking new words to already known concepts, or 
using natural associations (opposites). Another interesting finding was the fact that 
experienced language learners, those who had previously studied a FL, used significantly 
more strategies than novice FL learners, those learning a FL for the first time. Stoffer also 
found that students learning a language more lexically distant from English (such as Russian 
and Japanese) use VLS more frequently than those who were learning a language less distant 
such as Spanish. 

Many other researchers focused on the notion of Metacognition and metacognitive 
strategies as an inevitable way to facilitate learning. Metacognition enables students to 
benefit from instruction (Carr, Kurtz, Schneider, Turner & Borkowski, 1989; Van Zile- 
Tamsen, 1996) and influences the use and maintenance of cognitive strategies. While there 
are several approaches to metacognitive instruction, the most effective involve providing the 
learner with both knowledge of cognitive processes and strategies (to be used as 
metacognitive knowledge), and experience or practice in using both cognitive and 
metacognitive strategies and evaluating the outcomes of their efforts (develops 
metacognitive regulation). 

Chamot (1987) found that high school ESL learners reported more strategy use for 
vocabulary learning than for any other language learning activity, including listening 
comprehension, oral presentation, and social communication. This might be due to the 
relatively discrete nature of vocabulary learning compared to more integrated language 
activities, like giving oral presentations, making it easier to apply strategies effectively. 

Among many other researchers we also have some idea of which vocabulary 
strategies are most commonly used. In a longitudinal experiment, Cohen and Aphek (1981) 
found that most students simply tried to memorize the words which they did not know. 
Ahmed (1989) described different types of learners and found that most took notes on 
vocabulary, or wrote notes in the margins of their books. O'Malley et al. (1985), found that 
repetition was the most commonly mentioned strategy, with strategies requiring more active 
manipulation of information (imagery, inference, Keyword Method) being much less 
frequent. So it seems that more mechanical strategies are often favoured over more complex 
ones. 
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Nation (1982) surveyed research into word lists, and concluded they are an effective way for 
learning a great deal of vocabulary in a short time. Even rote repetition can be effective if 
students are accustomed to using it (O'Malley and Chamot, 1990). If a generalization can 
be made, shallower activities may be more suitable for beginners, because they contain less 
material which may only distract a novice, while intermediate or advanced learners can 
benefit from the context usually included in deeper activities (Cohen and Aphek, 1981). 
O'Malley and Chamot (1990) found that Hispanics who had strategy training improved their 
vocabulary scores compared to the Hispanic control group, but Asians in the strategy training 
groups (who resisted training) performed worse than the Asian control group who used their 
familiar rote repetition strategy. In addition, a study by Schmitt et al. (in press) showed that 
learners from different culture groups sometimes have quite different opinions about the 
usefulness of various vocabulary learning strategies. Language proficiency may play an 
even greater role in determining a vocabulary strategy's effectiveness. For example, word 
lists proved better for beginning students, but more advanced students benefitted more from 
contextualized words (Cohen and Aphek, 1981). Cohen and Aphek (1980) found that if 
students were more proficient initially, they were better able to use associations in recall 
tasks. 


5. The Study in One Glance 

Learning vocabulary among many other components of language learning is of great 
importance. It can be reckoned as the backbone of language learning that without which all 
other aspects of language seems incomplete and the purposeful communications would not 
occur. Many different studies have been proposed around the issue of vocabulary learning. 
In order to discuss vocabulary learning and teaching, the first issue which popped into any 
researcher’s head would be vocabulary learning strategies (VLS). Vocabulary learning 
strategies are those strategies method and techniques which learners and instructors apply in 
order to facilitate one’s learning. 

The main strategies which are applied by learners can be summarized as social, 
memory, cognitive and finally metacognitive strategies. All above mentioned strategies had 
been discussed in detail in chapter 2 of this study. Among all strategies applied by learners 
and teachers, this study aims put its emphasis on metacognitive vocabulary strategies. This 
study tries to investigate whether using metacognitive strategies affects on Iranian EFL 
learners vocabulary size or not. For this aim, the researcher administered VLT test to test 
learners’ vocabulary size after teaching metacognitive strategies to experimental group of 
study. The other group or control group had been taught by regular method and completely 
without metacognitive strategies. 

Based on aforementioned ideas about learning metacognitive strategies and its 
possible effects on learners’ vocabulary size the following null hypothesis was formulated: 
HO: Using metacognitive vocabulary learning strategies has no effect on Iranian EFL 
learners’ vocabulary size? 

In order to investigate the above mentioned hypothesis 60 participants were randomly 
invited to the study. All participants were in the second semester at Islamic Azad university 
of Dezful. They were both male and female and their age ranged between18-23. What 
follows is a brief description of the steps taken for data collection: 

First of all, the students of two intact classes of English translation major at the Islamic Azad 
University of Dezful were selected randomly as the participants of the study. Then the PET 
test was administered to the participants of the study. The purpose of the administration of 
the PET test was to ensure the homogeneity of the students in terms of general language 
proficiency prior to the treatment. The result of an independent sample T-test for the mean 
score of the PET test for both groups indicated that the scores of the two groups were not 
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statistically different. After that the standard metacognitive strategies test was administered 
between all participants to see if or to what extend participants were familiar with considered 
metacognitive strategies. Based of self reports from students the researcher recognized that 
these strategies were in dark side of participants, it means they almost didn’t know anything 
about these strategies. Therefore these strategies were chosen as the treatments for the study. 
Then the VLT was administered to two groups as the pre-test of the study. After the 
administration of the pre-test, the control group was taught conventionally without any meta- 
cognitive vocabulary strategy training while the experimental group received meta-cognitive 
vocabulary strategy instruction. 

According to the analyzed data, it was concluded that using metacognitive strategies 
has a significant effect on Iranian learners’ vocabulary size and the above mentioned 
hypothesis was rejected. 

Many researchers’ studies support this result. They believe that metacognitive skills can be 
taught to students to improve their learning (Nietfeld & Shraw, 2002; Thiede, Anderson, & 
Therriault, 2003). They believed that constructing understanding requires both cognitive and 
metacognitive elements. Learners “construct knowledge” using cognitive strategies and they 
guide, regulate, and evaluate their learning using metacognitive strategies. It is through this 
“thinking about thinking,” this use of metacognitive strategies, that real learning occurs. As 
students become more skilled at using metacognitive strategies, they gain confidence and 
become more independent as learners. 

Stoffer (1995) carried out a large-scale vocabulary-learning study using Russian, Japanese, 
German, and Spanish FL students at a large university in the United States. 

Chamot (1987) found that high school ESL learners reported more strategy use for 
vocabulary learning than for any other language learning activity, including listening 
comprehension, oral presentation, and social communication. This might be due to the 
relatively discrete nature of vocabulary learning compared to more integrated language 
activities, like giving oral presentations, making it easier to apply strategies effectively. 

Among many other researchers we also have some idea of which vocabulary 
strategies are most commonly used. In a longitudinal experiment, Cohen and Aphek (1981) 
found that most students simply tried to memorize the words which they did not know. 
Ahmed (1989) described different types of learners and found that most took notes on 
vocabulary, or wrote notes in the margins of their books. O'Malley et al. (1985), found that 
repetition was the most commonly mentioned strategy, with strategies requiring more active 
manipulation of information (imagery, inference, Keyword Method) being much less 
frequent. So it seems that more mechanical strategies are often favoured over more complex 
ones. 

Nation (1982) surveyed research into word lists, and concluded they are an effective way for 
learning a great deal of vocabulary in a short time. Even rote repetition can be effective if 
students are accustomed to using it (O'Malley and Chamot, 1990). If a generalization can 
be made, shallower activities may be more suitable for beginners, because they contain less 
material which may only distract a novice, while intermediate or advanced learners can 
benefit from the context usually included in deeper activities (Cohen and Aphek, 1981). 

O'Malley and Chamot (1990) found that Hispanics who had strategy training improved their 
vocabulary scores compared to the Hispanic control group, but Asians in the strategy training 
groups (who resisted training) performed worse than the Asian control group who used their 
familiar rote repetition strategy. In addition, a study by Schmitt et al. (in press) showed that 
learners from different culture groups sometimes have quite different opinions about the 
usefulness of various vocabulary learning strategies. Language proficiency may play an 
even greater role in determining a vocabulary strategy's effectiveness. For example, word 
lists proved better for beginning students, but more advanced students benefitted more from 
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contextualized words (Cohen and Aphek, 1981). Cohen and Aphek (1980) found that if 
students were more proficient initially, they were better able to use associations in recall 
tasks. 


6. Conclusion 

Based on the findings of the present study , using metacognitive vocabulary learning 

strategies can affect learners’ vocabulary size. In other words language learners are able to 
enhance the breath of their vocabulary by applying metacognitive method and trainings. By 
using these strategies the needs of learners to the teacher will be decreased and consequently 
they can be reckoning as independent learners. In so doing, learners will be taught to think 
about their thinking. They monitor what they have learnt and at the end they evaluate their 
own procedure. 
The contact heat-transfer coefficient between the work-piece and the roll is set as 23 
kW/(m*°C). The initial temperature of the work-piece, the ambient temperature and roll 
temperature is set as 860 °C, 20 °C and 200 °C, respectively. The conversion factor from 
plastic work to heat was set as 0.9 [8] and [9]. 3-D thermo-mechanical coupled elasto-plastic 
heat capacity and thermal expanding coefficient at different temperature were directly input 
on the software windows, and the thermo-physical parameters at high temperature can be 
extrapolated based on. 

The contact heat-transfer coefficient between the work-piece and the roll is set as 23 
kW/(m*°C). The initial temperature of the work-piece, the ambient temperature and roll 
temperature is set as 860 °C, 20 °C and 200 °C, respectively. The conversion factor from 
plastic work to heat was set as 0.9 [8] and [9]. 3-D thermo-mechanical coupled elasto-plastic 
heat capacity and thermal expanding coefficient at different temperature were directly input 
on the software windows, and the thermo-physical parameters at high temperature can be 
extrapolated based on. 

Expanding coefficient at different temperature were directly input on the software 
windows, and the thermo-physical parameters at high temperature can be. 
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Exploring EFL Instructors’ Self-Efficacy in Implementing Self-Regulation Strategies 
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Abstract 

The objective of this study was to investigate the self-efficacy of EFL teachers to self- 
regulate language learners. This study was conducted with 90 Iranian EFL teachers, 
including both males and females at the Iran University of Science and Technology. In this 
study teacher self-efficacy scale to implement self-regulated learning was administered in 
both paper and online formats to the participants of the study. Descriptive statistics were the 
main statistical analyses computing the most frequent responses to the items and categories 
of the questionnaire. The results of the data analysis revealed that teachers were found to be 
familiar with and reported to be moderately to certainly capable of implementing self- 
regulation learning strategies. 

Key Words: EFL Instructor; Self-Regulation; Teacher Self-Efficacy 


1. Introduction 

Education is a lifelong process, and its purpose is to help learners to be able to cope in a 
changing world (Williams & Burden, 1997). During the current century, schools have to deal 
with the challenge of not only teaching the students the required subject matters but also the 
process of learning itself (James & McCormick, 2009). As Zimmerman and Schunk (2001) 
state, teaching students to use learning strategies can be done through self-regulated learning. 
According to Zimmerman (as cited in Zimmerman & Schunk, 1989), self-regulated learners 
are those who metacognitively, motivationaly, and behaviouraly participate in their own 
learning process. Boekaerts (1999) argues that the major goal of formal education should be 
to teach students self-regulation learning skills. Self-regulation learning skills are considered 
as vital, not only to help learners with their own learning during formal education, but also 
to add further knowledge and information after graduation (Boekaerts, 1999). Since self- 
regulation learning skills are essential for lifelong learning (e.g., Boekaerts, 1999; Cornford, 
2002), the implementation of self-regulated learning should play a prominent role in 
classroom practice (Boekaerts, 1999). In this regard, the main purpose of the present study 
was to investigate the ability of EFL/ESL teachers to self-regulate learners and to help them 
use self-regulation learning strategies in the process of their learning. Although some studies 
have been carried out regarding the implementation of self-regulation learning, it seems there 
is no study investigating the self-regulatory strategy use by Iranian EFL teachers in language 
classes. In this study the following research question was formulated: 
1. To what extent are EFL instructors efficacious to implement self-regulation learning 
strategies? 


2. Review of the Related Literature 
2.1. Self-Regulation Learning 

In recent years, the concept of self-regulation learning has been the focus of attention in 
educational research and practice (Boekaerts, 1997; Bolhuis, 2003). Therefore, numerus 
studies (e.g., Aksan, 2009; Berger & Karabenick, 2010; Boekaerts & Cascallar, 2006; Breuer 
& Eugestre, 2006; Cleary & Zimmerman, 2004; Kitsantas & Zimmerman, 2006; Liew & 
Mctigue, 2008; Ning & Downing, 2010; Perry, Hutchinson, & Thauberger, 2008; Pintrich, 
2000; Pintrich & Schunk, 2002; Wolters, 1998; Zimmerman, 2000, 2001) have been recently 
conducted on self-regulation. Three key components of self-regulation learning are 
metacognition, motivation, and cognition (e.g., Schraw, Crippen, & Hartley, 2006; Vermunt 
& Verloop, 1999; Zimmerman, 1986, 2002). The metacognitive component is considered as 
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the awareness of and the knowledge about the process of learning (Williams & Burden, 
1997). The metacognitive component has to do with some learning activities such as 
planning (i.e., using appropriate strategies), monitoring (i.e., testing one’s comprehension), 
and evaluation (i.e., assessing the learning process and the ultimate learning outcomes) 
(Williams & Burden, 1997). Self-regulated learners, who are metacognitively engaged in 
their own learning process, are able to manage and to consciously decide to use the 
appropriate learning strategies under different circumstances (Williams & Burden, 1997). In 
other words, according to Williams and Burden (1997), metacognition is when learners look 
at their learning from outside. 

The motivational component of self-regulation learning is an essential factor in successful 
language learning (Ur, 2012). Motivation can be defined as the attitudes, which influence 
the learners’ learning process (Perry, 2013; Schraw et al., 2006). Self-efficacy, self- 
motivation, and volition are the three motivation strategies (Harris, Lindner, & Pina, 2011). 
According to Harris et al. (2011), self-efficacy is “students’ confidence about their ability to 
perform a task” (p. 135). Self-motivation can be accomplished by students through 
reminding themselves of past successes and of internal or external rewards (Harris et al., 
2011). Volition refers to “a learner’s degree of resolving in accomplishing goals” (Harris et 
al., 2011, p. 136). 

Finally, the cognitive component, as Cornford (2002) pointed out, refers to learning 
strategies that effectively help learners in processing, using, and manipulating information. 
Controlling the learning environment; organizational strategies, and elaboration strategies 
are three cognitive processing strategies (Harris et al., 2011). Self-regulated learners are able 
to control their learning environment; that is, they are capable of establishing an effective 
distraction-free study environment (Harris et al., 2011). Organizational strategies such as 
outlining and concept mapping are required to promote deeper understanding (Harris et al., 
2011). Developing a graphic organizer is an example of the organizational strategies, which 
helps students with deeper understanding (Harris et al., 2011). Elaboration strategies, 
however, require learners to expand on the information presented in their materials (Harris 
et al., 2011). 

The teachers’ role in enhancing self-regulation learning is extremely important (Costa- 
Ferreira & Veiga-Simao, 2012) as self-regulation strategies cannot be automatically 
mastered in all students (De Smul, Heirweg, Van Keer, Devos, & Vandevelde, 2018), so 
teachers can provide the students with essential trainings (Boekaerts, 1997; Dignath & 
Büttner, 2008; Zimmerman, 2002). In this regard, researchers (e.g. Dignath-van Ewijk, 
Dickhauser, & Biittner, 2013; Kramarski, Desoete, Bannert, Narciss, & Perry, 2013; 
Zimmerman, 2002) have argued that the three key components of self-regulation learning 
should be integrated into teachers’ instruction. Teachers can directly instruct learning 
strategies by means of implicit and explicit instruction (Kistner, Rakoczy, Otto, Klieme, & 
Biittner, 2015). Implicit instruction refers to addressing the strategic aspect of the behavior 
without informing the learners (Dignath-van Ewijk et al., 2013). Explicit instruction, on the 
other hand, is to explain or demonstrate why, how, and when to use strategies (Kistner et al., 
2015, 2010; Paris & Newman, 1990). 

Self-regulation is considered as a complex skill which takes time and practice to be 
acquired (Harris et al., 2011). According to Harris et al., self-regulation becomes normative 
for a learner when considerable practice is accompanied by supportive feedback. Therefore, 
teachers are required to pay attention to students’ work in order to be able to give them 
different opportunities to develop self-regulation learning strategies (De Smul at al., 2018). 
Teachers seldom integrate the instruction of learning strategies into their classroom, mostly 
because they face the problem of implementing theory into practice (Kistner et al., 2010; 
Spruce & Bol, 2014). Bandura (1997) notes that teachers’ feelings of competence are 
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connected to their performance, so lacking of the feeling of competence to effectively help 
students promote the self-regulation learning can be considered as a daunting challenge of 
EFL/ESL teachers (Peeters, De Backer, Reina, Kindekens, Buffel, & Lombaerts, 2014). 
Teachers’ feeling of competence can be investigated through examining their self-efficacy 
beliefs (De Smul at al., 2018). Self-efficacy can be defined as belief in one’s own capabilities 
to effectively perform an activity (Brown, 2014). Therefore, it can be noted that self-efficacy 
is the cognitive assessment of one’s own ability to pursue an outcome (Choi, 2005). In this 
respect, the aim of this study was to gain insight into how capable teachers feel of 
implementing the self-regulation learning strategies. 
2.2. Teacher Self-efficacy 

Examining teachers’ self-efficacy beliefs is a way of investigating their feeling of 
competence in implementing self-regulation learning strategies (De Smul at al., 2018). 
According to Bandura (1997), self-efficacy beliefs are those that individuals have about the 
skills and competencies in order to pursue a specific task. Teachers’ self-efficacy, then, is 
defined as “teachers' individual beliefs about their own abilities to successfully perform 
specific teaching and learning tasks within the context of their own classrooms” (Dellinger, 
Bobbett, Olivier, & Ellett, 2008, p. 751). Teachers’ self-efficacy beliefs can influence their 
feeling about their job (De Smul at al., 2018). It is highly related to teacher behavior and 
their acceptance of new practices and experiences in classroom (Bandura, 1997; Berman & 
Mclaughlin, 1978; Skaalvik & Skaalvik, 2007; Tschannen-Moran & Hoy, 2001; Woolfolk, 
Rosoff, & Hoy, 1990). Teachers’ self-efficacy can also positively influence students’ 
learning (Dellinger et al., 2008; Skaalvik & Skaalvik, 2007; Tschannen-Moran, & Hoy, 
1998). The implementation of self-regulation learning strategies can be successfully done 
when teachers change their way of teaching (Bakkenes, Vermunt, & Wubbels, 2010). 
Providing teachers with opportunities to incorporate self-efficacy beliefs can be considered 
as a way to help them change their way of teaching (Ertmer, 2005). Therefore, teachers’ self- 
efficacy is determined as a prominent variable in the implementation of self-regulation 
learning strategies (De Smul at al., 2018). 


3. Method 
3.1. Participants 

This study was conducted with 90 Iranian EFL teachers at the Iran University of Science 
and Technology. The sample included both male and female teachers; however, the most 
frequent participants were female teachers. The average age was 31.28 years, ranging from 
22 to 49 years. Teachers’ average experience in teaching English was 5.26 years, ranging 
from 0 to 30 years. The participants’ levels of teaching were mostly elementary and 
intermediate. 
3.2. Instruments 

Self-Efficacy Scale to implement Self-Regulated Learning (TSES-SRL) questionnaire 
developed by De Smul at al. (2018) was used in this study. 


3.3. Procedure 

The Persian version of the questionnaire was developed and then administered in both 
paper and online format to the participants of the study. Respondents were asked to rate 21 
items on a five-point Likert scale (1 = cannot do at all, 2 = can do limitedly, 3 = can do 
moderately, 4 = can do certainly, 5 = highly certain can do) 
3.4. Data Analysis 

Descriptive statistics were run to compute the percentage of participants’ frequent 
responses to the items of the questionnaire. Descriptive statistics was also used to calculate 
means and standard deviation for the categories of the teacher self-efficacy scale. 
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4. Results 
4.1. Teachers’ Belief to Implement Self-Regulated Learning 


In order to investigate teachers’ beliefs to implement self-regulated learning, a 
questionnaire developed by De Smul at al. (2018) was administered in this study. The 
percentage of participants’ frequent responses to the items of the questionnaire are provided 
in Table 1. It is important to note that “can do certainly” and “highly certain can do” 
categories are considered as the positive responses and “cannot do at all” and “can do 


Highly 
certain can 
do 


13.3 


17.8 


23.3 


20.0 


14.4 


limitedly” categories are considered as the negative responses. 
Table 1 
Percentage of Participants’ Responses to the Items of the Questionnaire 


Can 
Cannot Can do Can do 
Items 5 do 
do at all limitedly moderately 1 
certainly 


1. How well can you - 11.1 38.9 36.7 
demonstrate self- 

regulated learning 

strategies (i.e., without 

for example explicitly 

explaining the how and 

the why of the strategy)? 


2. How well can you - 3.3 33.3 45.6 
express your thought 

process aloud when 

demonstrating self- 

regulated learning 

strategies? 


3. How well can you - 22, 22.2 52.2 
encourage your students 

to use self-regulated 

learning strategies (for 

instance by asking open- 

ended questions)? 


4. How well can you - 3.3 37.8 47.8 
teach your students 

which self-regulated 

learning strategies exist? 


5. How well can you - 4.4 18.9 56.7 
inform your students 

about the importance 

and usefulness of self- 

regulated learning 

strategies? 


6. How well can you - 6.7 37.8 41.1 
teach your students how 

to use and apply 

different self-regulated 

learning strategies? 
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10.0 


17.8 


16.7 


17.8 


17.8 


18.9 


23.3 


23.3 


37.8 


45.6 


50.0 


52.2 


34.4 


34.4 


45.6 


47.8 


42.2 


32.2 
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46.7 


25.6 


23.3 


20.0 


30.0 


30.0 


35.6 


24.4 


27.8 


36.7 


4.4 


8.9 


8.9 


14.4 


4.4 


4.4 


8.9 


7.8 


37 


1.1 


1.1 


1.1 


1.1 


1.1 


22 


1.1 


7. How well can you 
teach your students 
when and in what 
situations they can use 
and apply self-regulated 
learning strategies? 


8. How well can you 
make decisions with 
your students about 
what they learn? 

9. How well can you 
allow your students to 
make their own choices 
about the goals and 
expectations they set for 
themselves? 


10. How well can you 
make decisions with 
your students about with 
whom they learn? 


11. How well can you 
make decisions with 
your students about 
where they learn? 


12. How well can you 
make decisions with 
your students about 
when they learn? 


13. How well can you 
provide your students 
just enough support so 
they can work 
independently? 


14. How well can you 
challenge your students 
to achieve more than 
they initially thought 
(e.g., by determining 
with what additional 
help they can solve an 
exercise)? 


15. How well can you 
adapt tasks and learning 
content so that they are 
sufficiently challenging 
for individual students? 


16. How well can you 
present challenging 
exercises that can be 
solved in different 
ways? 
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ا ڪڪ ڪڪ 
How well can you - 6.7 35.6 43.3 14.4‏ .17 
apply new learning‏ 
content in a meaningful,‏ 
authentic context?‏ 


18. How well can you - 12.2 36.7 35.6 15.6 
present new learning 

content in different 

contexts, so students can 

look at it from different 

angles? 


19. How well can you - 4.4 28.9 50.0 16.7 
let your students 

evaluate their own 

tasks? 


20. How well can you - 1.1 30.0 50.0 18.9 
let your students reflect 

on their own learning 

process? 


21. How well can you 1.1 5.6 25.6 48.9 18.9 
let your students give 

feedback on the work of 

others? 


As shown in Table 1, the highest capabilities were obtained by the following items: “How 
well can you inform your students about the importance and usefulness of self-regulated 
learning strategies?” (76.7%); “How well can you encourage your students to use self- 
regulated learning strategies (for instance by asking open-ended questions)?” (75.5%); 
“How well can you challenge your students to achieve more than they initially thought (e.g., 
by determining with what additional help they can solve an exercise)?” (71.1%); and “How 
well can you make decisions with your students about with whom they learn?” (70.0%). 

Table 1 also indicates that the participants were mostly incapable of doing the following 
items: “How well can you make decisions with your students about where they learn?” 
(17.8%); “How well can you make decisions with your students about when they learn?” 
(16.6%); “How well can you present new learning content in different contexts, so students 
can look at it from different angles?” (12.2%); and “How well can you demonstrate self- 
regulated learning strategies (i.e., without for example explicitly explaining the how and the 
why of the strategy)?” (11.1%). As Table 1 shows, for all items except for items 7, 16, and 
18, the most frequent option was “can do certainly”. 
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4.2. Teachers’ belief in categories of implementing self-regulated learning 





Table 2 


Descriptive Statistics of Categories of Teacher Self-Efficacy Scale to implement Self-Regulated 
Learning Questionnaire (N=90) 


Categories M SD 
Teacher self- efficacy for direct 3.71 53 
instruction 
Teacher self- efficacy for 3.64 78 
providing choices (indirect 
instruction) 
Teacher self-efficacy for 3.70 62 


providing challenges and 

complex tasks (indirect 

instruction) 

Teacher self-efficacy for building 3.81 56 
in evaluation (indirect 

instruction) 


As Table 2 shows, the forth category, the teacher self-efficacy for building in evaluation 
(indirect instruction) was more frequent than the others and received the highest mean score 
(M = 3.81), whereas the second category, the teacher self- efficacy for providing choices 
(indirect instruction) received the lowest mean score (M = 3.64). Table 2 also indicates that 
the participants’ responses to the forth category, the teacher self- efficacy for direct 
instruction, were the most homogenous (SD = .53), while the responses to the second 
category, teacher self- efficacy for providing choices (indirect instruction) were the most 
heterogeneous (SD = .78). 


Conclusion 

The concept of self-regulation learning is determined as a prominent educational goal by 
researchers (De Smul at al., 2018). In this respect, the main purpose of the current study was 
to investigate the ability of EFL/ESL teachers to self-regulate learners and to help them use 
self-regulation learning strategies in the process of their learning. As to the objective, a self- 
reported questionnaire regarding the implementation of self-regulation learning was 
administered. This questionnaire measured the capability of teaching students how to learn, 
which is considered a new way of teaching (Oostdam et al., 2006). Given the responses to 
the questionnaire items, teachers were found to be familiar with and feel moderately to 
certainly capable of implementing self-regulation learning strategies. For further research, 
researchers can conduct an interview with teachers and ask them to explain the most frequent 
strategies they use in order to self-regulate their students. EFL teachers can receive 
instruction on the implementation of self-regulation learning strategies, and then future 
researchers can investigate the effect of the given treatment on the students’ learning 
development. 
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Teachers’ Perception of WTC Encouraging Strategies: Their Class Practices, Learners’ 
Interaction and WTC 
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Abstract 
Inappropriate strategies used by teachers based on erroneous perceptions or diagnosis may 
decrease learners’ Willingness To Communicate (WTC) rather than strengthen it. This study 
aimed to investigate teachers’ perception of willingness to communicate encouraging strategies 
with observing their practices during the class, learners’ interactions and the amount of their 
WTC. The present study is an experimental research with comparative method adopting a 
qualitative experimental design with supplementary quantitative analyses. Five Iranian EFL 
teachers and 31 students from three private language institutes in Tehran participated randomly 
in this study. The data were collected through questionnaires and observation. The teachers’ and 
learners’ behaviors were observed by utilizing two checklists. The analysis of data was 
performed through independent One Samples t-test and Pearson correlations. Finally, it was 
concluded that WTC of Iranian EFL learners was more effective under the supervision of high- 
level teachers’ perception of WTC encouraging strategies compared with that of low-level 
teachers. In teachers’ perception of WTC and their actual practices, correlation between high- 
level teachers and high-level learners and also, between low-level teachers and low-level 
learners had a positive linear relationship. It is assumed that the actual learners’ interaction was 
more effective in the high-level learners’ group. 
Key words: Willingness To Communicate (WTC); Teachers’ Perception of WTC Encouraging 
Strategies; Learners’ Interaction 


1. Introduction 

Oral communication of language learners has a vital role in language classes (Abebe & 
Deneke, 2015). The more involvement in communication result in better communicative 
competence. There is acommon belief that communication leads to enhance the vocabulary and 
structures which they have exposed during preceding lessons and what they have learnt in 
different contexts (Liu, 2005). This means that regardless of students’ backgrounds, some 
internal and external variables have influence on willingness to communicate of learners in the 
class. Therefore, investigation into the strategies that teachers uses, also their classroom 
practices to promote learners’ willingness to communicate have received much attention in 
recent years (Khanh, 2016). Then WTC in L2 learning is an important variable leading to 
communication practice that can promote L2 learning (MacIntyre, 1998). Teachers play a vital 
role in encouraging learners’ WTC. MacIntyre et al. (1998) mentioned the importance of 
opportunity and maintained that students’ intention must coincide with opportunity to produce 
communicative behavior. As Walsh (2011) stressed Teachers’ WTC encouraging strategies in 
the class depend on the extent to which teachers raise or block opportunities for learner 
engagement. 
1.1. Significance of the study 

As Allahyar (2015) states, the growing concern in educational literature and other fields 
(e.g., sports) is that inappropriate instructions, interaction patterns and strategies, exacerbate the 
challenges, particularly when teachers’ intervention is based on the wrong diagnosis or 
erroneous perceptions. These challenges have led to failure in many ingenious teaching projects 
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which have been developed to implement changes in teaching methods in order to improve 
students’ WTC (Sleegers, Van den Berg, & Geijsel, 2000). For example, inappropriate strategies 
used by teachers based on erroneous perceptions or diagnosis may decrease students’ initial 
level of WTC rather than strengthen it (Allahyar, 2015). Also, Empirical research on teachers’ 
perception of WTC encouraging strategies and their interaction patterns is scarce, especially in 
whole class settings which is where most students learn English (Ohta & Nakaone, 2004). Due 
to the lack of empirical data upon which to build policy changes, teachers face problems in 
bridging the gap between theory and practice (Farhady et al., 2010). 

It is expected that this article offers a more insight view of the strategies that teachers 
can employ in order to foster learners’ WTC. Moreover, the finding of the present study by 
doing questionnaires and observation revealed a number of teachers’ perception about the WTC 
encouraging strategies and the effectiveness of those strategies by observing teachers’ classes 
and also some practical practices for increasing learners WTC. 


2. Literature Review 
2.1. Willingness to Communicate (WTC) 

At first Burgoon (1976, p.60) defined unwillingness to communicate as the pre- 
disposition which “represents a chronic tendency to avoid/or devalue oral communication”. She 
mentioned that people with predisposition of anomie, alienation, introversion, low self-esteem 
and high communication apprehension tend to be unwilling to communicate. The term 
“Willingness to Communicate” (WTC) was represented by McCroskey and Baer (1985) in first 
language (L1) communication literature as the probability of engaging in communication when 
free to choose to do so. Then, since its appearance in second language (L2) teaching and learning 
literature, WTC has been defined as “a readiness to speak in the L2 at a particular time with 
specific person, and as such, is the final psychological step to the initiation of L2 
communication” (MacIntyre & Doucette, 2010, p.162). WTC has been characterized into the 
two most discrepant perspectives: WTC as a personality trait, and WTC as a situational construct 
(Khanh, 2016). Willingness to communicate (WTC) has been proposed as an important variable 
underlying the interpersonal communication process. It has been suggested that WTC functions 
as a personality trait, showing stable individual differences over time and across situations 
(MacIntyre, 1994). While willingness to communicate can largely depend on situational or 
environmental factors, McCroskey was able to pinpoint a personality characteristic that causes 
people in the same situations or environments to act differently (McCroskey & Richmond, 
1986). The construct of L2 WTC has been speculated to possess both trait and state 
characteristics (Do rnyei 2005). The trait-level WTC reflects an individual learner’s general 
disposition when confronted with choices to speak the L2, while the state-level WTC is subject 
to momentary situational influences. Kang (2005, p.288) divided the situational variables 
affecting situational WTC into categories of topic, interlocutors and conversational context. 
2.2. Previous Studies 

Research into (WTC) has been increased since 1990s in the field of second language 
acquisition (SLA) and the concept of WTC derived from first language (L1) communication 
research (Peng, 2013). MacInyre et al. (1998) states that WTC consist of two ways; trait like 
and situational properties and it represents the last step before overt behavior. Learners with the 
high level of WTC tend to engage in more communication than those with low levels. 
MacCroskey and associates (1985) have shown that WTC is related to such attributes as 
communication apprehension, perceived communication competence, introversion — 
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extraversion, self-esteem and so forth. They conceptualized WTC as a personality trait rather 
than as a situation-based variable. MacIntyre (1998) treat is as a situational variable with both 
transient and enduring influences. There are many variables that have the potential to change 
and individuals’ WTC. The degree of acquaintance between communicators the number of 
people present, the formality of the situation, the degree of evaluation of the speaker, the topic 
of discussion, and other factors can influence a person’s WTC. Cao and Philip (2006) concluded 
that, the effect of group size, interlocutor familiarity and interlocutor participation on occurring 
WTC could be explained by the situational nature of WTC. Cao (2013) considered three 
dimensions: individual characteristic such as self-confidence, personality, emotion and 
perceived opportunity to communicative, classroom environmental condition such as topic, task 
interlocutor, teacher and group size; linguistic factors then she concluded these three factors 
should combined together. Maftoon and Najaf (2012) conducted a research on WTC among kids 
in Iranian setting. They came to these conclusion that WTC was a personality characteristic that 
influenced L2 development in kids. Allahyar (2015) conducted a research to investigate 
Teachers’ perceptions, interactions patterns and strategies towards Iranian EFL students’ 
willingness to communicate or reticence. The result showed that teachers’ differential use of 
interaction patterns and strategies in relation to WTC and reticent students in a whole class 
setting. Overall, teachers interacted less frequently with the reticent. Teachers allowed more 
volunteered turns for the WTC while designating the reticent twice as many turns as the WTC. 
In addition, teachers extended their transactions with the WTC for longer turns which led to 
WTC students’ dominance in classroom interactions. Vongsila & Reiders (2016) conducted a 
research to investigate teachers’ perceptions of their role in fostering WTC. The result showed 
that teachers do believe WTC is important that they have significant role to play in encouraging 
it and teachers employ a wide range of strategies to do so. They also concluded that there was a 
mismatch between teachers’ perceptions and their classroom practice. 

2.3. Statement of the Problem 

A common problem faced by many language teachers is the students’ unwillingness to 
speak and participate in classroom activities (Riasati, 2014). As a logical prerequisite to 
communication practice, learners need to have Willingness to Communicate (WTC) before they 
engage in L2 interaction (Macintyre et al., 1998). Teachers can encourage students’ participation 
in the classroom through more appropriate interactional patterns and strategies. To circumvent 
the willingness to communicate in learners, the teachers have recently been called upon to revisit 
their language use and strategies (Shamsipour & Allami, 2012). For all these reasons, having a 
low rate of willingness to communicate and later developing negative senses of self can be a 
huge hindrance for EFL learners to advance their academic and further their professional 
development in the long term. 

The present study figured out teachers’ perception of WTC encouraging strategies by 
observing activities and practices in their classes, also by observing learners’ interactions; this 
study observed learners’ WTC and the effectiveness of those strategies that have been used by 
teachers to increase learners’ WTC (Both trait-like and situational WTC). These strategies have 
been clarified by comparison between learners’ WTC and teachers’ perceptions and their 
classroom practices. 

2.4. Research Questions 
Does teachers’ perception of WTC encouraging strategies have statistically significant effect on 
the WTC of Iranian EFL learners? 
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. Is there statistically significant relationship between teachers’ perception of WTC encouraging 
strategies and their actual practices of WTC encouraging strategies? 

. Does teachers’ perception of WTC encouraging strategies have statistically significant effect on 
the actual learners’ interaction? 

2.5. Research Null Hypotheses 

. Teachers use of different WTC encouraging strategies have no statistically significant effect on 
the learners’ WTC differently. 

. There is no statistically significant relationship between teachers’ perception of WTC and their 
actual practices of WTC encouraging strategies. 

. Teachers use of different WTC encouraging strategies have no statistically significant effect on 
the actual learners’ interaction differently. 


3. Methodology 
3.1. Participants 

For the purpose of this study, 31 Iranian EFL learners (males) and 5 teachers (males and 
females) selected randomly from three English Language Institute in Tehran, Iran. The age 
range of learners was between 12-40 years old and the age range of teachers was 25-50 years 
old. The learners had intermediate up to advanced level of proficiency from different classes 
and the experience level of teachers for teaching was more than one year of teaching. 
3.2. Instrument 

This study carried out the Willingness to Communicate (WTC) questionnaire for the 
learners in order to collect the necessary data about their WTC (see appendix A). This 
questionnaire is adopted from Simic (2014) master thesis with some changes on it. Another 
questionnaire used for measuring and identifying teachers’ WTC encouraging strategies (see 
appendix B). This questionnaire is adopted from Vongsila & Reinders (2016). This study also 
used a checklist for observing learners’ interactions during the class (see appendix C); this 
checklist is designed by the researcher. Another checklist for observing teachers’ practices in 
the class (see appendix D); this checklist is designed by the researcher. It is necessary to say that 
the validity of all questionnaires and checklists are confirmed by the procedure of approving 
expert opinion of two professors of faculty. 
3.3. Procedures 

First, the researcher observed 5 classes of three different private language institute in 
Tehran by sitting in the class without any interferences during the class time. All 31 learners 
and 5 teachers in the program fulfilled the questionnaires at the end of the class. The researcher 
observed their classes while he was completing two checklists. Teachers and learners divided 
into high-level and low-level then a comparison between two groups occurred. Finally, 
observation form the classes compared with the datum from questionnaires in order to 
understand that teachers’ perception of WTC encouraging strategies can be practicable or not 
and these strategies can be used in the class or not. 
3.4. Data Analysis 

Data analysis involved mainly two stages. First, data collected from the questionnaires 
were processed by using SPSS software. Quantitative data from questionnaires were also factor 
analyzed. These factors then became themes that were compared with themes analyzed from the 
qualitative observation data. Secondly, Descriptive statistics were used to analyze classroom 
WTC behavior. Measures of frequency were chosen because they indicate how often a particular 
behavior or phenomenon occurs and they are obtained by counting the number of occurrences. 
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Finally, a comparison between these data and those observation that have been recorded on the 
checklists had been done by the researcher. 


4. Results and Discussions 
4.1. Testing Normality of Data 

All three null-hypotheses of the study will be explored through assuming the normality 
of the data besides its specific assumptions. (Table 1) displays the skewness and kurtosis 
statistics and their ratios over the standard errors: 


Table 1. 
Test of normality 





Std. 
N Minimum Maximum Mean Deviation Skewness Kurtosis 
Std. Std. 

Statistic Statistic Statistic Statistic Statistic Statistic Error Statistic Error 
Low-Level 19 22.00 60.00 36.0500 9.42268 .840 512 .799 .992 
Students 
High-Level 12 12.00 31.00 21.0000 4.89898 -.042 512 -.484 .992 
Students 
High-Level 3 3.00 11.00 7.0500 2.18789 .063 512 - 3 .992 
Teachers 
Low-Level 2 2.00 9.00 4.3000 2.00263 1.157 12 1.428 .992 
Teachers 
Valid N 36 
(listwise) 


Since all the ratios were within .+ 1.96, the data were considered normally distributed 
enough to allow running Independent One-Sample T-Test for the first and the third question and 
Pearson Product Moment correlation for the second question as parametric tests. 

4.2. Investigating First Null-Hypothesis 

Independent One Samples t-test was used in order to reveal the effects of teachers’ 
perception of WTC encouraging strategies on the WTC of Iranian EFL learners. Besides, 
application of parametric statistical analyses is acceptable if a number of assumptions are 
recognized. The assumption of normality of the analyzed data was tested through the skewness 
and kurtosis statistics (Table 2) in the present study; it was required to verify homogeneity of 
variances of the data sets. 

Table 2. 
Descriptive Statistics of Teachers’ Perception of WTC Encouraging Strategies on the WTC of 
Iranian EFL learners 





Teachers Std. Std. Error 
Perception GEN Mem Sea Mean 
WTC 

Score High-Level 3 7.0500 2.18789 48923 
Teachers E 
Low-Level 2 43000 5 00263 44780 
Teachers E 
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The actual difference in the mean scores between high-level teachers in comparison with 
the low-level teachers is quite large. As (Table 2) indicates the mean score for the high-level 
teachers (M=7.05, SD=2.18) was significantly different from that of the low-level teachers 
(M=4.3, SD=2). 


Table 3. 
Independent Samples Test of Teachers’ Perception of WTC Encouraging Strategies 
on the WTC of Iranian EFL learners 


Levene's 

Test for 

Equality of 

Variances t-test for Equality of Means 

95% Confidence Interval of the 





Sig. : 
(2- Mean Std. Error Difference 
F Sig. t df tailed) Difference Difference Lower Upper 
Score Equal 
variances 
assumed 1.064 .309 4.146 38 .000 2.75000 .66323 1.40737 4.09263 
Equal 
variances 
not 
assumed 4.146 3.771E1 .000 2.75000 .66323 1.40703 4.09297 


Moreover, there was a statistically significant difference at the p < .05 level in the scores 
of the two groups (Table 3). Briefly, the mean difference between the two groups was 
significant, and it is assumed that WTC of Iranian EFL learners was more effective under the 
supervision of high-level teachers’ perception of WTC encouraging strategies compared with 
that of low-level teachers. 

4.3. Investigating Second Null-Hypothesis 

Tables below contain the findings obtained from performing Pearson correlations 
between the total scores of teachers’ perception of WTC encouraging strategies and their actual 
practices of WTC encouraging strategies. Preliminary analyses were performed to ensure no 
violation of the assumptions of normality, linearity, and homoscedasticity. 

It assumes that the relationship between the two variables should be a linear one. As 
shown in Scatter Plot in (Figure 1 and 2), the majority of the dots fell on the diagonal, indicating 
that the relationship was a positive linear relationship between the first and the second figures: 


12.00 


10.00 


High-Level Teachers 
b 
\ 





T T T T T 
10.00 15.00 20.00 25.00 30.00 35.00 
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Figure I. Scatter Plot Relationship between High-Level Teachers and High-Level Students 
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Figure 2. Scatter Plot Relationship between Low-Level Teachers and Low-Level Students 


The spread of dots (Figures 1 and 2) did not form a funnel shape; i.e. They were not 
wide at one end and narrow at the other end. Thus, it can be claimed that the assumption of 
homoscedasticity was met, and finally, the results displayed in (Tables 4 and 5), can be used to 
build the correlation as follows: 








Table 4. 
Correlation between the High-Level Teachers and Students 
High-Level High-Level 
Teachers Students 
High-Level Pearson 1 241 
Teachers Correlation 
Sig. (2-tailed) 307 
N 3 15 
High-Level Pearson 241 1 
Students Correlation 
Sig. (2-tailed) 307 
N 15 12 


As it is reported in (Table 4), findings of the data analysis in terms of Pearson correlation 


showed us that there is not a strong positive linear correlation between the results of the high- 
level teachers and learners, r= .241, p>.05. 

Table 5. 

Correlation between the Low-Level Teachers and Students 





Low-Level Low-Level 
Teachers Students 
Low-Level Pearson 1 259 
Teachers Correlation 
Sig. (2-tailed) 271 
N 2 21 
Low-Level Pearson 259 1 
Students Correlation 
Sig. (2-tailed) 271 
N 21 19 
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As it is shown in (Table 5), findings of the data analysis in terms of Pearson correlation 
showed us that there is not a strong positive linear correlation between the results of the low- 
level teachers and learners, r= .259, p>.05. 

4.4. Investigating Third Null-Hypothesis 

Independent One Samples t-test was used in order to reveal the effects of teachers’ 
perception of WTC encouraging strategies on the actual learners’ interaction. Besides, 
application of parametric statistical analyses is acceptable if a number of assumptions are 
recognized. The assumption of normality of the analyzed data was tested through the skewness 
and kurtosis statistics (Table 1) in the present study; it was required to verify homogeneity of 
variances of the data sets. 


Table 6. 
Descriptive Statistics of Teachers’ Perception of WTC Encouraging Strategies on the actual 
students’ interaction 

Learners N Mean Std. Std. Error 





Deviation Mean 
Scores High-Level 12 2.1000 4.89898 1.09545 
Students E 
Low-Level 19 3.6050 9.42268 2.10697 
Students E 


The actual difference in the mean scores between high-level students in comparison with 
the low-level students is quite large. As (Table 6) indicates the mean score for the high-level 
students (M=2.1, SD=4.89) was significantly different from that of the low-level students 
(M=3.6, SD=9.42). 


Table 7. 
Independent Samples Test of Teacher’ Perception of WTC Encouraging Strategies on the 
actual students’ interaction 


Levene's Test 
for Equality of 





Variances t-test for Equality of Means 
95% Confidence 
Interval of the 
Sig. (2- Mean Std. Error Difference 
F Sig. t df tailed) Difference Difference Lower Upper 
Scores Equal 0 
variances 4.307 .045 38 .00000 -15.05000 2.37473 -19.85739 -10.24261 
6.338E0 
assumed 
Equal 
variances 2.857E1 .00000 -15.05000 2.37473 -19.91003 -10.18997 


not assumed 6.338E0 


Moreover, there was a statistically significant difference at the p < .05 level in the scores 
of the two groups (Table 7). Briefly, the mean difference between the two groups was 
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significant, and it is assumed that the actual students’ interaction was more effective in the high- 
level students’ group. 


4.5. Interpretation 

Despite of the complexity of the Communicative Approach to language teaching, this 
paper deals with speaking as one of its expected outcomes. Rather than trying to identify new 
factors which influence learner’s willingness to communicate, in this study I have focused on 
determining whether and to what extent the currently discussed factors are relevant to the 
teachers’ perception. Moreover, due to the fact that this study included participants from two 
settings, high-level and low-level in teachers and learners, we can also view it through the 
perspective of a comparative study. 

Within the first part of this study, it became apparent that certain factors are, generally 
speaking, seen as most influential by the majority of the participants. As this study is dealing 
with speaking, Confidence in my speaking skills was chosen by altogether 74.19% of the 
participants. Wish to practice speaking of the participants ranked second. However, regardless 
of how confident the participants are during speaking, their wish to practice their speaking skills 
could help them override their potential inhibition. Personality of learners can help them to 
speak, shy person has some inhibition in his/her speaking because of that it is in third place of 
rank. Two additional factors that were ranked fourth and fifth were get a good grade and 
classroom atmosphere. So, fear of teachers’ evaluation and fear of class moods have specially 
effect on learners’ WTC. 

Although preparation is crucial for both high and low-level learners but high-level 
learners tend to speak more voluntarily and without preparation. They do acknowledge its 
importance in successful speaking to some extent (MacIntyre et al. 1998). So, teachers should 
pay attention to the low-level learners’ preparation and they should force low-level learners to 
be prepared before the class. 

The majority of the learners especially low-level learners tend to speak about their 
interest but most of the teachers didn’t pay attention to their learners’ interest. All the teachers 
selected the topic by themselves and low-level teachers changed the topic more than high-level 
teachers. Riasati (2014) states that for learners, topic familiarity, topic interest, and topic 
preparations are the essential features of a particular topic. So, it can show that teachers should 
keep the interest of the learners and they should pay more attention to the interest of learners 
about the topic, while widening their personal teaching repertoire at the same time and low-level 
teachers should have more constancy in their topics. 

Result showed that High-level learners felt more self-confident, because of that, they 
expressed their opinion more than low-level learners and they felt more confident in their 
speaking than low-level learners. Also, high-level teachers’ encouragement was more than low- 
level teachers. According to Cao & Philip (2006), Lack of self-confidence in the whole class 
situation can reduce WTC, so with lack of self-confidence, participation in the whole class 
interaction could be comparatively low. So, teachers should give low-level learners more self- 
confidence by encouraging and praising them. Low-level learners needed more supporting from 
their teacher than high-level learners and low-level teachers should support their learners more 
by helping them and giving some words and information for learners’ sentences. 

All the teachers in the research believed that interruption of learners during speaking can 
reduce learners’ ease of speaking and self-confidence. All teachers corrected their learners 
during speaking a lot. Low-level teachers tended toward interruption more than high-level 
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teachers and they stopped learners’ speaking more than high-level teachers. According to Meng 
(2009), Encouragement can give learners self-confidence and are more important than constant 
correction in the speaking class. So, teachers, especially low-level teachers should not interrupt 
learners during their speech and they should correct them after speaking. They should give self- 
confidence to shy person in their speaking also, teachers should pay attention to the learners’ 
personality and they should give time of speaking equally to the all learners. 

Learners in the research felt completely agree about feeling comfortable in speaking with 
their close friends and speaking with close friend may be assigned to a good relationship 
between interlocutors. Also, Familiarity of teachers with learners in high-level teachers was 
more than low-level teachers and high-level teachers paid more attention to learners’ cultural 
background. Cao & Philip (2006) stress that Learners feel comfortable with their classmates and 
WTC may differ during the time depending on the familiarity of learners with each other. 
According to Vongsila & Reinders (2016), familiarity of teachers with interlocutors have 
influence on WTC positively whereas new peers have the opposite effect. So, teachers should 
group learners in pair or group working in a familiar group but teachers rarely use pair and group 
working in their teaching and low-level teachers should be more familiar with the learners and 
their cultural background. 

High-level learners’ proficiency had effect on their speaking and most proficient learners 
spoke more than the others and High-level teachers let their learners more to speak in the class. 
Baghaei and Dourakhshan (2012) concluded that there is a moderate correlation between 
learners’ WTC and their proficiency in English as a foreign language. So, teachers should let 
low-level learners to speak more than high-level learners in the class and more proficiency lead 
to more WTC and for speaking more in the class, learners should increase their level of 
proficiency. Lack of proficiency should not be a barrier in front of low-level learners for 
speaking. Also, low-level teachers should reduce their amount of talk time and they should let 
their learners to speak more. 

Speaking in a group could only foster learners’ willingness to communicate in that given 
moment and low-level learners feel ease in group speaking. According to Riasati (2014), 
researches indicate that learners prefer to speak in pairs and group rather than speaking 
individually, because of same proficiency level of learners, they feel more comfortable to 
speaking with learners who know about each other. So, teachers should let more to the low-level 
learners to speak in the group or pair working. 

All the learners in the research believed that mistakes are a sign of learning. Low-level 
learners have some fear about their mistakes but high-level learners didn’t pay attention to their 
mistakes. According to Cutrone (2009), overt correction discourages learners from speaking and 
will increase anxiety in the classroom. So, teachers should not correct learners immediately and 
they should let them to speak, after speaking correction in errors but not in mistakes can reduce 
learners fear about correction. 

The majority of learners told that to feel relaxed is important for WTC and low-level 
learners need more relaxing atmosphere than high-level learners. Also, high-level teachers are 
more willing to reduce learners’ anxiety than low-level teachers. High-level teachers cared more 
about class atmosphere by reducing stress and grouping learners in a familiar group, while low- 
level teachers didn’t care about friendliness of learners in order to group them and they didn’t 
pay attention to removing stress from the learners. As Riasati (2014) states that relaxed situation 
can lead to better acquaintance and trustworthiness of learners to each other. Nagy and Nikolov 
(2007) propose that a student-friendly and supportive environment can lead to more WTC. So, 
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teachers should create friendly, relaxed and stress-free atmosphere but it was not observed in all 
classes and low-level teachers should pay more attention into learners’ anxiety and they should 
encourage them more than high-level learners also, teachers should encourage learners to reduce 
their shyness for speaking. Low-level teachers should pay more attention to the atmosphere of 
the class. 

High-level learners felt less embarrassment and they spoke more voluntarily than low- 
level learners and totally the amount of talk time for high-level learners was more than low- 
level learners but high-level learners cared more about their speaking when nobody laugh at 
them. Also, low-level learners spoke more in group than high-level learners. High-level learners 
were more volunteer to answer the question. According to Vongsila & Reinders (2016) 
Increasing students’ talk time can lead to encourage WTC through interaction with peers rather 
than with their teachers. So, teachers should let their low-level learners to speak more than high- 
level learners and they should control the class for ridiculing each other’s in the class. Teachers 
should let their low-level learners speak more in pair and group working rather than speaking in 
front of the class. 

High-level teachers’ perception of WTC tended to learner-centered class but low-level 
teachers tended to teacher-centered class but it was not observed during the class. According to 
Meng (2009), Language teachers should always keep in mind that in any situation, students 
should always be the center of the classroom and the center of learning and cultivating students’ 
communicative competence depends greatly on the practical use as the language and the 
frequent interaction with the peers. So, teachers should create learner-centered class and low- 
level teachers should pay more attention to that. 

Low-level teachers changed their language from L2 to L1 or L1 to L2 more than high- 
level teachers and high-level learners changed more than low-level learners. According to Jarvis 
& Pavlenko (2008), in L1 to L2 transfer, older learners transfer more than younger learners in 
the area of phonology, not in the areas of lexis or morphology. But in L2 to L1 transfer, older 
learners transfer less than younger learners. So, teachers should pay more attention to their low- 
level leaners for transferring from L2 to L1 in their language and they should pay more attention 
to their high-level learners for transferring from L1 to L2. 

The researcher compared data analysis and observation and it is concluded that teachers’ 
perception of WTC encouraging strategies have statistically significant effect on the learners’ 
interaction and WTC of Iranian EFL learners in 7 factors from 10 factors in whole and it shows 
that 70% of teachers’ perception of WTC encouraging strategies have significant effect on 
learners’ interaction and WTC. So, there is a positive effect between teachers’ perception and 
learners’ interaction and their WTC. In data analysis, it was proved that WTC of Iranian EFL 
learners was more effective under the supervision of high-level teachers’ perception of WTC 
encouraging strategies compared with that of low-level teachers and also, the actual learners’ 
interaction was more effective in the high-level learners’ group. 

There was a positive correspondent between teachers’ perception of WTC encouraging 
strategies and their actual practices of WTC encouraging strategies in 6 factors from 11 factors 
in whole. It showed that 54% of teachers’ perception of WTC and their actual practices have 
correspondence with each other. So, it has a positive linear correlation with each other, as in 
data analysis proved that there is not a strong positive linear correlation between teachers’ 
perception and their actual practices. 
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5. Conclusions and Implications 

It is assumed that teachers’ perception of WTC encouraging strategies have statistically 
significant effect on the learners’ interaction and it showed that 70% of teachers’ perception of 
WTC encouraging strategies have significant effect on learners’ interaction and WTC. So, there 
is a positive effect between teachers’ perception and learners’ interaction and their WTC. In 
data analysis, it was proved that WTC of Iranian EFL learners was more effective under the 
supervision of high-level teachers’ perception of WTC encouraging strategies compared with 
that of low-level teachers and the actual learners’ interaction was more effective in the high- 
level learners’ group. There was a positive correspondent between teachers’ perception of WTC 
encouraging strategies and their actual practices of WTC encouraging strategies in 6 factors 
from 11 factors in whole. It showed that 54% of teachers’ perception of WTC and their actual 
practices have correspondence with each other. So, it has a positive linear correlation with each 
other, as in data analysis proved that there is not a strong positive linear correlation between 
teachers’ perception and their actual practices. 

As a result of the statistical analyses all three null hypotheses of the study were rejected. 
Teachers use of different WTC encouraging strategies have statistically significant effect on the 
learners’ WTC differently and WTC of Iranian EFL learners was more effective under the 
supervision of high-level teachers’ perception of WTC encouraging strategies compared with 
that of low-level teachers. Also, there was a positive linear relationship between teachers’ 
perception of WTC and their actual practices of WTC encouraging strategies and finally, 
teachers use of different WTC encouraging strategies have statistically significant effect on the 
actual learners’ interaction differently and it was more effective in the high-level learners’ 
group. 

Although there have been extensive research studies in the literature regarding teachers’ 
perception of WTC encouraging strategies, for instance, Allahyar (2015) conducted a research 
to investigate Teachers’ perceptions, interactions patterns and strategies towards Iranian EFL 
students’ willingness to communicate or reticence, and, Vongsila & Reiders (2016) conducted 
a research to investigate teachers’ perceptions of their role in fostering WTC, The present study 
can add another dimension to the field of considering WTC encouraging strategies. Eventually, 
it needs to be mentioned that most of the teachers don’t use WTC encouraging strategies in their 
teaching and they use old and false technics for making conversation. 

5.1. Pedagogical Implications 

Learners should feel confidence in their speaking for communication. Preparation 5 
crucial in communication. Teachers should reduce their talk time in their class. Asking open 
question instead of closed question for continuation of speaking. Learners’ interest in topic is 
important for WTC. Error correction should occur after speaking. Teachers should support the 
learners for continuation. Teachers should encourage learners for speaking. Teachers should 
reduce learners’ anxiety. Classes should be learner-centered but all classes are teacher-centered. 
Learner’s familiarity should be high in interlocutors. Class atmosphere should be friendly, 
relaxed and stress free. Teachers familiarity with the learners should be high. 

Some delimitation of the study is: All of the students were Iranian and in Tehran 
province. The focus of this study was only on the speaking skill in the class. The study only 
focused on intermediate and Advanced level of proficiency of learners. This study was carried 
out on the participant over the age 12, so the results could not be generalized to students below 
this age. Future research can be specialized on fewer strategies that teachers use in their class. 
Participants of learners can be extended to male and female and the number of learners and 


53 


Ahwaz Journal of Linguistics Studies (AJLS) (WWW.AJLS.IR), 
ISSN: 2717-2643, 2020, Vol. 1, No. 2 





teachers can increase for getting better results. This study could be replicated with learners at 
higher and lower levels of language proficiency. 
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Appendices: 
Appendix A 


Learners’ Questionnaire 
This questionnaire is completely anonymous and all the data collected will be used for the purposes of 

writing a Master research paper about language learning experience. Thank you for your time and effort! 
Part I. Age: __ Gender: O0 Male Female 
How long have you been studying English? _ 
What level are you now: O Beginner, Lower intermediate, Upper-intermediate, Advanced 
Do you speak any other foreign language, apart from English? Yes No 
If your answer is yes, please state which language(s) you speak, and what level you are at: 

beginner, lower intermediate, upper intermediate, advanced 

beginner, lower intermediate, upper intermediate, advanced 

beginner, lower intermediate, upper intermediate, advanced 
In your opinion, which of the following factors make you willing to speak during your English classes? Choose 5 
factors and grade them (1= most important). 
Confidence in my speaking abilities 
Wish to practice speaking 
Wish to make a good impression on the teacher 
Wish to get a good grade 
My personality 
Mood 
Interest in the topic 
Pair work 
Group work 
Relationship with my fellow students 
Relationship with my teacher 
Classroom atmosphere 
Other: 
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Part II. Please circle the number which best describes your feel: 
Table 5 
Learners’ Questionnaire table 





No. Statements سه‎ Agree | Neutral | Disagree Comp sly 
Agree Disagree 

1 I need to feel prepared to speak 1 2 3 4 5 
freely. 

7 I like to talk about a topic if I am 1 2 3 4 5 
interested in it. 

h, I am confident when speaking 1 2 3 4 5 
English. 

4. I like to speak English. 1 2 3 4 5 

5 1 like to speak English with 1 2 3 5 
foreigners. 
I feel comfortable speaking to 

p. native speakers of English. 1 2 3 . 2 

5 I like to do presentations on my 1 2 3 4 5 
own. 

8. I need to feel relaxed to speak 1 2 3 4 5 
freely in class. 
Iam more willing to speak when I 

i know nobody will laugh at me. : 2 3 5 3 

10. I think mistakes are a sign of 1 2 3 4 5 
learning. 

11 For me, preparation is the key for 1 2 3 4 5 
successful speaking. 
I think an interesting topic is 

H important for speaking skill. 1 2 3 ii 2 

13. I am satisfied with my speaking 1 2 3 4 5 
skills. 

14 1 feel at ease when speaking in my 1 2 3 4 5 
English class. 

15. I feel confident when I speak to 1 2 3 5 
my peers. 

16. I enjoy speaking in groups. 1 2 3 4 5 

7. I enjoy speaking in a relaxing 1 2 3 4 5 
atmosphere. 

18. I see the classroom as a place to 1 2 3 4 5 
practice my speaking. 

19. I like to speak even if I make 1 2 3 4 5 
mistakes occasionally. 

bo. I feel comfortable speaking with 1 2 3 4 5 
my close friends. 























Thank you very much for helping us with our research. If you have any comments about this questionnaire, 
please type them in the below 
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Appendix B 


Teachers’ Questionnaire 

Topic: Teachers’ perceptions of Willingness to Communicate in an EFL classroom. The purpose of this 
questionnaire is to 1) identify the factors that affect students’ willingness to communicate inside the EFL classroom, 
and 2) to explore what activities teachers employ in class to encourage willingness to communicate. Your answers 
will be anonymous. 

Part I. Background Information 

1. Please indicate your gender and age: 






































A: O Male Female B: Age: 

2. Please indicate your experience in teaching English (including previous jobs) 
Less than 1 year 2-5 years 6-10 years 11- 15 years 
More than 15 years 


3. What is your highest qualification in language teaching? (Please write your 

answer: beloW): was.avedes etna coed nnn Oa oa da ل‎ Os SaaS 

Willingness to communicate (WTC) is usually defined as a speaker’s willingness to speak in class and outside the 
class. If you do not think that this definition accurately describes willingness to communicate, please provide your 
own definition im the box. DelOW assis edese Anis a E Sie 


Part II. Please circle the number which best describes your feel: 
Table 9 
Teachers’ Questionnaire table 


No. Statements pomp ciety Agree | Neutral | Disagree Comp E 
Agree Disagree 

1. I should encourage shyness learners 1 2 3 4 5 
to speak. 

b. I think, learners should encourage 1 2 3 4 5 
each other. 

5 I need to be familiar with 1 2 3 4 5 
interlocutor. 

4. I give self-confidence to learners. 1 2 3 4 5 

5. I think group work can foster WTC. 1 2 3 4 5 

6. I think peer work can foster WTC. 1 2 3 4 5 

8 I like stress free atmosphere in the 1 2 3 4 5 
class. 

9 I correct learners’ speaking mistake 1 2 3 4 5 
immediately 
I choose task type and practices 1 2 3 4 5 

10. I organize learners in familiar group 1 2 3 5 
for talking 

11. I have cultural background about 1 2 3 4 5 
learners 

12. I think class should be teacher- 1 2 3 4 5 
centered 

13. I should speak more than the learners 1 2 3 4 5 

14. I pressure weak learners to speak 1 2 3 4 5 

15. I choose learners to answer my 1 2 3 4 5 
questions 

16. I choose the topic for speaking. 1 2 3 4 5 

17. I just speak English 1 2 3 4 5 
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3 


3 


3 





2 


2 


2 





1 


1 


1 





I think, students must speak just 
English. 

1 let the learners speak in front of the 
class 

I think, learners should speak more 
than the teacher 








20. 





Thank you very much for helping us with our research. If you have any comments about this questionnaire, please 
type them in the box below. 
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Appendix C 
Table 10. 


Learners’ checklist table 


Statement 
Number of times to Present own opinion 
Number of times to be Volunteer to answer 
the question 
Number of times to be volunteer to speak in 
the class 
Number of asking question from the teacher 
Number of asking the teacher for clarification 
Number of times to respond to other opinion 
Change from L2 to L1 
Support other opinion 
Supporting by the other 
The amount of group speaking 
Number of Changing the topic of discussion 
Number of answering to the closed question 
Number of answering to the open question 
The amount of Talk time 
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Appendix D 
No. Statement T1 121314151 Table 11 
1. The amount of Talk time Teachers’ checklist 
2. Number of question table 
3. Number of topic change by the teacher 
4. Number of Error correction during speaking 
5. Number of Error correction after speaking 
6. Number of interrupting 
7. Number of supporting the learners 
8. Number of open questions 
9. Number of closed questions 
10. Number of times to encourage learners WTC 
11. Number of times to reduce anxiety of learners 
12. Learner centered or teacher centered 
13. The amount of intimacy (High, middle, low) 
14. Class atmosphere (friendly, relax, stress free) 
15. Group Size 
16. Familiarity with the learners (High, middle, low) 
17. Pay attention to cultural background (high, 
middle, low) 
SUAlE PIES: جو ع حنم وماج نمه مدو اوساو ودر سو‎ REDS shes جه اوجن وعم اسم عجو‎ pes وروي نا ع‎ 
10186 100188 E E A امل‎ EIA ASTER E نع امجح مع‎ EMEC ERE جحذم‎ 
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